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CHAPTER ONE
Introduction
Chapter Overview
“Teacher, I’m not good at Spanish anymore,” Brenda tells me one day during
small group time. “I used to be more good at Spanish, but now sometimes I don’t
understand my mom when she talks to me.” Brenda’s head sinks downward, and my mind
wanders back to when she was a third grader. I can still see her eyes blinking as she
searched for words in English to tell me that she had forgotten her homework for the first
time.
My reverie is interrupted by another voice, this time Liliana’s. “Yes, our grade
used to like Spanish better, but now everybody talks English. Now I watch more English
movies than Spanish.”
“My Spanish sounds funny,” Carter chimes in, smirking. “No me gusta hablar en
español,” he jokes. He speaks the words slowly using a stereotypical gringo accent. The
other fifth graders laugh.
The words of these students echo the experiences of many English learners1
across the country. In the US, the population of English learners in K-12 schools is
ever-growing. This is a population that falls behind grade-level norms on standardized
tests (Fuller, 2012). Research points to the many benefits these students might gain by
embracing bilingualism and biculturalism. Programs aimed toward heritage language

1

Other terms commonly used in lieu of English learners include English language learners and emerging
bilinguals. Because of its current prevalence and consequent capacity for being understood, I have opted to
use the term English learners in this thesis. Also, this is the term employed by the U.S. Department of
Education’s Office of English Language Acquisition (2021).
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maintenance alongside learning English have been shown to promote equilibrium and
positive self-perception in students (Fielding, 2013; Lee, 2002). Additionally, bilingual
and bicultural individuals have reported enhanced communication skills, a compassion
for those of diverse backgrounds, and increased job opportunities (Fielding, 2013;
LaFramboise, Coleman, & Gerton, 1993, Grosjean, 2015). Despite the advantages that
bilingualism and biculturalism can provide to learners of English, achieving the
inner-balance needed to fully harness these advantages can prove difficult (Broadbent &
Vavilova, 2015).
This thesis aims to explore the interactions between language attitudes and
students’ own sense of their bilingualism and biculturalism. In this introductory chapter, I
will give the story of my personal journey to the research explored in this thesis and
present the significance of the research to the English Language Development (ELD)
field. The bulk of my personal journey to this topic took place at a dual-language
inner-city school in the Midwest with a student population that is nearly 100% Latino.
The voices of Brenda, Liliana, and Carter sound from this setting.
My Personal Journey
My journey toward this thesis topic was paved by my own self-perceptions as I
taught and lived abroad in Mexico after college. While learning Spanish abroad, I viewed
bilingualism as using two languages with equal ease—something that over time I realized
would be nearly impossible to achieve. This experience also opened my eyes to attitudes
that native Spanish speakers sometimes hold toward certain dialects of the language. For
example, my Spanish teacher, a native Mexican, would occasionally make negative
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comments about the dialects used by Mexicans who lived in the countryside. These
negative comments about native speakers’ Spanish made me wonder what she thought of
my Spanish as a non-native speaker.
A year after returning to the U.S., I began working at a dual-language charter
school in a Midwest city—the same school that was the setting for this research.
Dual-language schools deliver content and literacy instruction in English and a partner
language, aiming for students to become both bilingual and biliterate (Dual Language
Education of New Mexico, 2020). According to the California Department of Education
(2020), dual-language programs result in more impactful instruction for English learners.
The school at which this study took place has a Spanish maintenance focus, with content
instruction mainly given in Spanish in Grades pre-K through 3. English is incrementally
added in from kindergarten forward until a 50-50 balance is reached in Fourth Grade.
When I first began working at this school, I continued to struggle with a negative
self-perception of my own bilingualism whilst becoming increasingly aware of differing
attitudes toward the languages used in the school. Although the school was
dual-language, the languages did not always seem to be on equal footing. Staff meetings
were held mainly in English and not always translated for non-English-speaking staff. I
also witnessed negative attitudes toward different Spanish dialects. Similar to my
experience in Mexico, I heard comments made by native Spanish-speaking teachers about
students’ “bad” Spanish, referencing words borrowed from English such as parquear for
park, rather than the standard estacionar. Processing these observations while beginning
to take linguistics classes at Hamline University caused me to reflect on my own attitudes

9
about language. I discovered that the negative views I held toward my own Spanish
proficiency were shaped by the false understanding that there is only one “right” way to
speak Spanish and that true bilinguals speak each of their languages with equal ease. As I
continued working at the school, my personal revelations caused me to wonder about the
ideas my students were developing about language.
Perhaps the aspect of working at the dual-language school that most influenced
this thesis was my observation of students’ language use and cultural attitudes. When I
started working at the school, I taught Third Grade. In this grade, nearly half of the
instruction was taught in Spanish, up twenty percent from the previous grade. At this age
level, students generally preferred Spanish and seemed to view it positively. Most opted
to read books in Spanish, and getting them to speak English was often challenging.
As evident from the above dialogue of Brenda, Liliana, and Carter, attitudes that
once embraced Spanish seemed to change for many students over the next two years.
When my former third graders arrived in Fifth Grade, their conversations began to
revolve around memes of American pop culture. Many of these students would resort to
English and reported becoming less and less comfortable with Spanish, some even
viewing their Spanish as insufficient (as in the case of Carter). Their comments bore
resemblance to my own self-criticisms of my Spanish proficiency. Yet given that these
negative evaluations came from the mouths of students who had spoken Spanish since
birth, their words seemed starker than my own. I saw students become decreasingly
motivated to invest in using their Spanish, and several made comments about using less
and less Spanish at home with their Spanish-speaking parents.
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Research has shown that one of the best ways to close the achievement gap
between English learners and their native-English-speaking counterparts is to provide
them with education in their native language whilst valuing their cultural heritage (Collier
& Thomas, 2017). The school that serves as the setting for this study was founded to do
exactly this within the Latino community. However, I observed students failing to
embrace the great opportunity being offered them. This research project developed out of
a desire to discern any underlying factors concerning language attitudes toward Spanish
and English which may impact Latino students’ bilingual and bicultural
self-perceptions— factors which might influence their motivation to maintain Spanish.
Significance of the Research Question
As an educator, “know your students” is an often-heard refrain. English learners’
ideas about their own bilingualism and biculturalism are important aspects of themselves
that can be easily overlooked by educators. Grosjean (2015) describes these personal
characteristics as “the combined linguistic and cultural ensemble that is at the heart of
who they are” (p. 572). Thus, to know one’s students well, educators must begin to better
understand these students’ own perceptions of bilingualism and biculturalism as well as
language attitudes that might influence these self-perceptions.
Ample studies concerning heritage language maintenance, language attitudes,
bilingualism, and biculturalism exist for review (Cook, 1995; Cummins, 2000; Helmer,
2013; Kanno, 2003; Lambert et al., 1975; Li, 2007; Pavlenko, 2014; Villa &
Rivera-Mills, 2009a). However, proportionally few of these studies focus on learners’
personal assessment of how these characteristics interact within themselves (Zubrzycki,
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2019). Out of these studies, even fewer concentrate on the experiences of children. The
present study aims to add to this research and to furthermore provide a new lens into the
effects of language attitudes on the self-perceptions of pre-adolescent English learners in
a majority-Latino school setting. The main research questions of this study are 1) What
are the language attitudes (specifically toward English, Spanish, and Spanish-English
bilingualism) held by Spanish-speaking English learners in Fifth Grade? and 2) How do
these attitudes interact with students’ developing bilingual and bicultural
self-perceptions? By exploring these questions, I hope to gain insights into ways that
practitioners can cultivate bilingual and bicultural learners with a strong sense of
self—learners who are primed to take full advantage of their linguistic and cultural assets.
Chapter Summary
As stated above, this thesis will explore the interaction between the language
attitudes of Spanish-speaking English learners, focusing on how these attitudes interact
with students’ developing bilingual and bicultural self-perceptions. This introductory
chapter gave an overview of my journey toward this research topic and argued for the
relevance of this research to the ELD field. In Chapter Two of this thesis, I review
relevant literature regarding heritage language maintenance, language attitudes, and
bilingual and bicultural self-perceptions. Chapter Three provides a rationale for the
research at hand and outlines the setting, participants, and methodology of the study.
Chapter Four describes the study results and my analysis of the results. Finally, Chapter
Five presents a summary and a final discussion of the results obtained through this
research.
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CHAPTER TWO
Literature Review
Chapter Overview
For teachers of language learners, understanding the factors that influence
students’ bilingual and bicultural self-perceptions is an integral part of knowing one’s
students and thus an important step in learning how to effectively teach them. The goal of
this study is to examine the interaction between language attitudes and the bilingual and
bicultural self-perceptions of Latino heritage language learners as they approach
adolescence. As a backdrop to this study, this chapter will provide a summary of relevant
research related to heritage language maintenance, language attitudes, and bilingual and
bicultural self-perceptions.
The participants in this study are Latino heritage language learners who attend a
one-way dual-language school. The program model of this school aims to help students
maintain their Spanish heritage language whilst becoming biliterate in Spanish and
English. In order to add context to the experiences of these students, the first section in
this chapter will provide a definition of a heritage language learner and a brief description
of the importance of heritage language maintenance.
The second section of this chapter will provide an overview of research related to
language attitudes with a focus on attitudes related to minority languages in the US.
Because this study focuses on the Latino community, much attention will be given to
studies related to attitudes surrounding Spanish and its users. In order to glean multiple
insights into potential student self-perceptions of bilingualism and biculturalism,
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language attitudes will be examined at the societal level, within the Latino community,
and within multilingual educational settings.
The final section of this chapter will focus on bilingual and bicultural
self-perceptions. First, applicable terminology will be defined and clarified. Then, the
benefits of positive bilingual and bicultural self-perceptions will be discussed. Finally,
studies pertaining to the factors and processes influencing bilingual and bicultural
self-perceptions will be reviewed.
Heritage Language Maintenance
Definition of a Heritage Language Speaker
Researchers have offered multiple definitions for heritage language speakers.
Valdés (2001) proposes one of the most often-cited definitions, describing a
heritage-language speaker rather narrowly as “someone who is raised in a home where a
non-English language is spoken and who speaks or at least understands the language and
is to some degree bilingual in the home language and in English” (p. 38, as cited by Shin,
2010). Valdés also proposes that a heritage language is generally acquired before a person
learns a second language, and this second language often becomes stronger than the first
(Kagan & Polinsky, 2007). Kagan and Polinsky (2007), in contrast to Valdés, offer a
broader definition of heritage language that simply requires a connection between
linguistic and cultural heritage. In this view, a heritage-language speaker may acquire the
heritage language later on in an effort to connect to his or her cultural roots. For the
purposes of this study, I will take the middle ground and consider a heritage-language
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speaker to be any individual who grows up in a home with a parent that natively speaks a
language other than English.
Reasons for Heritage Language Maintenance
Over the last decade, the U.S. has seen an increase in the number of bilingual and
dual-language educational programs across the country. This trend may be due in part to
increased recognition of the value of multilingualism in the U.S., which is seen to benefit
not only individuals but society as a whole (Shin, 2010). While some bilingual and
dual-language programs solely aim for native English speakers to learn a new language,
others include a focus on heritage language maintenance for native speakers of minority
languages. According to Nguyen and Hamid (2016), the brighter outlook for minority
languages may reflect the push for broadened rights of minority language speakers.
Aside from potential economic benefits for minority language speakers,
heritage-language-English bilingualism has been shown to have a positive impact on their
identity (Fielding, 2013); it promotes a sense of inner-balance as well as an increased
acceptance of others from diverse backgrounds (Lee, 2002); and it can increase
opportunities for communication with others (Fielding, 2013).
Despite a growing positivity toward bilingualism and heritage language
maintenance, language minority speakers often feel pressured to choose between
maintaining their heritage language or learning English, the latter of which is seen as
essential for a successful life in the U.S. (Nguyen & Hamid, 2016). Although immigrant
parents generally want their children to maintain their heritage language, the common
pattern is that increased English proficiency leads to a drop in heritage language
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proficiency (Hinton, 1999). The consequences of this are plain: Research shows that
language shift from minority languages to English typically occurs within two to three
generations of arrival to the U.S. unless special measures are taken (Shin, 2010; Lee,
2002; Potowski, 2010). In view of the myriad benefits that can be accessed through
bilingualism, it seems then that the main fight is not for children of immigrants to learn
English. Rather, the bigger struggle is for them to maintain the native language.
Summary
This section provided definition of a heritage language learner and cited research
that provides rationale for heritage language maintenance. As more and more light is shed
on the value of bilingualism and heritage language maintenance, increased weight lies on
identifying factors impacting heritage language maintenance and attrition (Lee, 2002).
Research indicates that a wide variety of factors impact heritage language maintenance.
These include attitudes, experiences, and surroundings (Lee, 2002). The weight of these
factors differs across individuals, and consequently, patterns of heritage language
maintenance also vary across individuals (Lee, 2002). In the following sections, I will
provide an overview of the literature regarding language attitudes and bilingual and
bicultural self-perceptions, all of which have been shown to have connections to heritage
language maintenance.
Language Attitudes
Some research points to the importance of attitudes—both on the macro and
individual level—to heritage language maintenance (e.g., Bradley, 2013; Letsholo, 2009;
Ndhlovu, 2010; Perlin, 2009). At the individual level, language attitudes are sometimes
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equated with the perception of value. Chambers (1999) defines language attitudes as “a
set of values that are shaped by the pay-offs that an individual expects of the advantages
that she anticipates in learning and using a language” (as cited by Nguyen & Hamind,
2016). Similarly, Myers-Scotton (2007) defines language attitudes as the value that a
group or individual attributes to a language (as cited by Nguyen & Hamid, 2016). At the
macro-level, language attitudes are seen in ideologies that underlie the systems and
currents of mainstream culture. These ideologies influence how language use is perceived
across social situations (Fuller, 2012). Even though many minority heritage speakers wish
to maintain their native languages, success in this requires withstanding mainstream
society’s stances on heritage language maintenance, which are generally apathetic and
sometimes cruel (Lee, 2002). Indeed, although multilingualism has been embraced as the
norm in many countries, acceptance of linguistic diversity has been slow to take hold in
the U.S.
Societal Attitudes Toward Minority Languages and Their Speakers
The ideology of monolingualism. Fuller (2012), Heller (1995), and Blackledge
and Pavlenko (2001) discuss what Fuller calls “the ideology of normative
monolingualism” that dominates the U.S. landscape (p. 22). Within this ideology,
monolingualism is seen as normal and monolingual English represents true Americanism
(Fuller, 2012). Stemming from the ideology of normative monolingualism is the English
Only movement, which aims for English to be the official language of use in institutions
and sees the acceptance of minority languages as a threat to unity (Fuller, 2012;
Blackledge & Plavenko, 2001). This mentality effectively casts a shadow upon language
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varieties that do not fit the canvas. Fuller (2012) explains that one language is viewed as
the “correct” way of speaking and all other languages and their varieties are seen as
substandard (p. 20). In the U.S., Standard English is the language of prestige, and other
varieties are seen as having lesser value. Although the U.S. has no official language,
English is the language of governmental and educational institutions in the country;
moreover, it is a language of status in countries around the world (Fuller, 2012; Shin,
2010). Such prestige makes English the language of opportunity (Fuller, 2012;
Blackledge and Pavlenko, 2001). Villa and Villa (2005) explain that the high status of
English effectively lessens the status of other languages. As a reflection of this dynamic,
Fuller (2012) notes how the Spanish text on signs often comes below English text and
that it is usually smaller in size. Furthermore, she points out the irony of the monolingual
ideology in the U.S., noting that when English first came to the continent, it was itself the
language of immigrants with little status or money who often belonged to multilingual
communities.
Attached to a monolingual ideology is Bourdieu’s (1991) idea of symbolic power.
According to Bourdieu (1991), language ideologies are linked to power in society.
Blackledge and Pavlenko (2001) explain that high-status languages such as English often
carry with them the illusion of intelligence and increased morality. Although at face value
this status is merely symbolic, speakers of minority languages often begin to erroneously
view English as superior to their own languages, thus granting it authentic power. This
power dynamic not only lowers the status of minority languages, but it can furthermore
result in discrimination against minority-language speakers.
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Linguistic discrimination. Often, negative attitudes toward languages travel on
an undercurrent of negative attitudes toward speakers of those languages. Gutiérrez,
Asato, Santos, and Gotanda (2002) propone a connection between racial relations and
language ideologies, proposing that because racial discrimination is largely frowned upon
in society, people have instead turned to linguistic discrimination. Multiple studies have
shed light on the connection between the marginalization of a language with the
marginalization of speakers of that language (Blackledge & Pavlenko, 2001). In her
analysis of published personal stories of Asian Americans, Tse (2000) observed that
individuals with lower levels of English proficiency were perceived as “less desirable”
than those with prominent ethnic group ties (p. 197). Writing from a raciolinguistic
perspective, Flores and Rosa (2019) similarly argue that negative views toward
multilingual speakers of “racialized communities'' can be traced back to European
colonization and a subsequent legacy of white supremacy (p. 147). The authors maintain
that this legacy has resulted in the normalization of white speakers’ language usage,
while the language usage of minority speakers is often viewed as inferior.
In regard to the Latino community, Santa Ana (2002) notes the connection
between anti-immigration discourse and negative views of Spanish and its speakers. He
discusses the effects of Propositions 187, 209, and 227 in California, one being that news
outlets began to describe immigrants as a “burden” or “an invasion” (p. 198). Similarly,
Fuller (2012) emphasizes the discrimination faced by Spanish speakers when she says
that “the low value of Spanish is clearly linked to its status as the language of poor
immigrants, and Spanish has become an icon for marginalized, unassimilated, and usually
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undocumented Latinos in the U.S.” (p. 24). Fuller adds that that translanguaging between
English and Spanish is also frowned upon, claiming that combining languages is
associated with mixed blood, something which defies clear-cut social categories valued
by society. Silva-Corvalán (2004) mentions this phenomenon as well, saying that many
non-Latinos view Latinos as “racially impure” (p. 226).
Further examples of linguistic discrimination can be seen in what is termed
“Mock Spanish”—inauthentic imitations of Spanish usually spoken by monolingual
English speakers. Silva-Corvalán (2004) points out that Mock Spanish such as the whole
enchilada and hasta la vista, baby has negative connotations that reflect the
stigmatization of Spanish speakers. Fuller (2012) also highlights the negative attitudes
communicated through Mock Spanish. She says that the Spanish language is often seen
as easy to learn, which is evidenced by Mock Spanish terms where an -o ending is added
to English words (e.g., no problemo). Such language is not real Spanish and implies that
Spanish is simple when compared to English. The parallel that follows, according to
Fuller, is that Spanish speakers are perceived as less intelligent than speakers of English.
While the minority status of Spanish is a reality in the US., there are also signs of
change, especially over the last two decades. Achua and Pessoa (2009) note the changing
status of bilingualism, saying that its status has begun to improve in some places due to
growing employment opportunities for its use. Still, from the research discussed above,
one can infer that the monolingual mindset of mainstream America and the resulting
negativity toward minority speakers remain a barrier that individuals from ethnic
minorities must overcome in order to maintain their heritage languages and become
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bilingual. The next section will zoom in on relevant research that reveals the language
attitudes of the Latino community toward English and Spanish.
Latino Attitudes Toward Languages
Tensions between English and Spanish in society at large are reflected to a
considerable extent within individuals. The literature reviewed below points to life
experiences, environment, peer influence, and cultural connections as factors influencing
minority language speakers’ attitudes toward English and their heritage languages. This
section will focus specifically on research that sheds light on the attitudes of Latino
Spanish-speakers in the U.S. towards English and Spanish.
Latino attitudes toward English. Contrary to common belief, many studies
have found that minority language speakers view English positively. Much of this
positivity is likely influenced by the fact that English is deemed the language of
opportunity. Of 37 native-Spanish-speaking high school students in Liang’s (2012) study,
30 viewed English as being more important to learn than Spanish. Reasons given by these
students included the necessity of knowing English for success in the workplace and the
U.S. being an English-speaking country. Other research shows that increasing positivity
toward English often occurs during the adolescent years (e.g., Caldas, 2008; Tse, 2000).
During this stage of life, teens can be easily swayed by peer pressure to conform to the
norms of the larger society. In the school that is the focus of this study, I have personally
seen how native-Spanish-speaking students become increasingly interested in the memes
of U.S. pop culture as they enter the pre-adolescent years—memes which are
communicated in English. Even though the student body is nearly 100% Latino, students
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pick up on the norms of English-speaking society through social media and connections
outside of school.
Latino attitudes toward Spanish as a heritage language. While the literature
indicates that Latino individuals generally have a positive view toward English, it
indicates more variance in their views toward Spanish. Silva-Corvalán (2004) found that
Latinos view Spanish positively. However, they often struggle to maintain it as
generations pass. Wong Fillmore (2000) explains that while language loss used to occur
in families between the second and third generation after immigration, it now occurs
earlier. Wong Fillmore maintains that most second-generation immigrants are now
monolingual English speakers, not bilingual.
Research points to the importance of affective attitudes and language loyalty for
heritage language maintenance at a familial level. Ek, Sánchez, and Quijada (2013)
highlight such affective attitudes in their overview of what they term “linguistic
motherwork”—or the importance of Latina mothers in the Spanish language maintenance
of their children (p. 202). They cite examples from the literature, including Latina
mothers reading with children and speaking to them in Spanish. These examples reflect
the desire of Latina mothers to promote pride in Spanish to their children. As further
evidence of positive views of the Spanish heritage language, a Sara Beaudrie article
focuses on Latinos who understand but do not speak Spanish; these Latinos are seeking to
change the tide of language shift by recovering Spanish (as cited by Villa & Rivera-Mills,
2009).
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While such positive attitudes might bode well for intergenerational language
maintenance, one must remember the complexity of issues impacting families and
individuals struggling to maintain their heritage language. As aforementioned, efforts to
maintain Spanish rest against a backdrop on which English is painted as the language of
opportunity. On the flip side of this, Spanish is frequently seen as a language of
disadvantage. Some research connects intergenerational Spanish maintenance with low
education levels and low socioeconomic status; these studies seem to indicate a lack of
economic incentive for Latinos to maintain Spanish, which more than likely impacts their
attitudes toward maintaining Spanish. Silva-Corvalán (2004) asserts that maintaining
Spanish comes at a cost, and Jenkins (2009) found negative correlations between Spanish
retention and high school graduation rates. In Villa and Villa’s (2005) study of
Spanish-English bilinguals in southern New Mexico, the researchers found that speaking
English offered the most opportunities for economic advancement. The bilinguals seldom
received more money for their bilingualism than their monolingual counterparts, despite
having moderate to high levels of education. (Worth noting is that the high population of
bilinguals in this specific setting may have influenced results.) Sometimes, bilingualism
was actually found to hinder moving up in the workplace since this skill was most needed
in lower-level positions.
In contrast to the above studies, other literature reports advantages of
Spanish-English bilingualism. In their study of a border region of Southwest Texas,
Achugar and Pessoa (2009) found that demographic and linguistic changes have led to
more opportunities and motivation for Spanish use and especially bilingualism. Positive
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attitudes toward bilingualism in this setting were reflected in multilingual educational
opportunities at many academic levels. It seems, then, that the advantages of Spanish
maintenance and bilingualism may depend on geographical location and social context.
This points to the impact that the environment and surroundings may have on language
attitudes. Also, on a larger scale, it indicates the complex nature of any connections
between language maintenance and socio-economic opportunities.
Attitudes Toward Languages in Multilingual Educational Settings
As mentioned in earlier sections, bilingual and dual-language educational
programs are on the rise in the U.S. This is partially due to bilingualism being
increasingly seen as an economic asset (Achugar & Pessoa, 2009), but additionally, there
is growing recognition that promoting heritage language maintenance is an effective
strategy for teaching English learners, a demographic that falls behind the norm on
standardized assessments (Fuller, 2012). The studies included in this section reveal both
positive and negative attitudes toward bilingualism and minority language use in schools.
The research indicates that language attitudes within bilingual educational settings may
both mirror and defy the language attitudes that dominate the outside world.
Normative monolingualism in multilingual educational settings. Several
studies of educational contexts indicate that the ideology of normative monolingualism
infiltrates both program decisions and individual attitudes. Using linguistic ethnography,
Fuller (2012) studied how language choice constructs identity and reflects language
ideologies in a rural midwest classroom. In this setting, children were native Mexican
Spanish speakers in a combined fourth- to sixth-grade class who were part of a
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transitional bilingual program. Fuller describes the bilingual program as “remedial” and
“aimed at getting children into mainstream classes as soon as possible” (p. 32). She
claims that such a set-up sends a strong message that English is the language of highest
value and that Spanish and its users are of less value comparatively. Notably, the students
themselves adopted a similar mindset and often mentioned their desire to leave the
program and join “‘the normal classrooms’” (p. 32). Teachers at this school
communicated negativity toward the bilingual program. Some mentioned that the Latino
students were being indulged by receiving instruction in their native language, and one
teacher claimed that the children would need to know English and not Spanish for their
future employment at Walmart. These local attitudes reflect the low status of Spanish and
stigmatization of its speakers in society at large.
Interestingly, Fuller (2012) contrasts the attitudes seen at this school with the
language attitudes at a bilingual school in a nearby district. In contrast to the school
where she conducted her primary study, bilingualism in the neighboring school was seen
as an advantage. Children of native English speakers wanted their children to go to this
school and learn additional languages. Fuller’s research demonstrates the irony of what is
termed elite bilingualism. For native English speakers, learning Spanish is seen as an
advantage; native Spanish speakers, however, often lose this advantage as they are
pressured to learn English and consequently neglect their Spanish development (Fuller,
2012). Ortega (2019) describes elite bilingualism as “when people learn new languages
by choice, without any material or symbolic threat to their home languages— and often
aided by ample support and in the midst of great praise” (p. 27). In an article that
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discusses second language acquisition in relation to race, Flores and Rosa (2019) give an
example of elite bilingualism as seen in a news article about Princess Charlotte, a toddler
and British royal. The author of the referenced article highly praises Princess Charlotte
for being bilingual while falsely claiming that bilingualism is an asset that most people in
the world do not possess. Flores and Rosa go on to contrast the positivity shown toward
Princess Charlotte’s bilingualism with the negativity shown toward the bilingualism of
low-income English learners from minority communities, who are often viewed as a
problem to fix.
The language attitudes of students in multilingual schools. Caldas’ (2008)
study provides insights into the language attitudes of children who attend multilanguage
schools. Caldas conducted a longitudinal study of his own children’s bilingual
self-perceptions from adolescence to adulthood. He found a marked difference between
his children’s attitudes toward their bilingualism in adolescence and early adulthood. As
adolescents, his children placed little value on bilingualism, even while they attended a
French immersion school. Caldas attributes this negative attitude to peer pressure. At the
French immersion school, it was not considered cool to take the program model seriously.
Interestingly, as much as the parents tried to get their children to speak French at home,
their efforts were largely futile. Caldas attributes this to the idea of an imaginary
audience, which is the imagined presence of watching peers even when those peers are
not present at the moment. He claims that English—the language of society—ultimately
dominated in students’ lives during adolescence, despite efforts by the immersion
program to promote bilingualism and biculturalism. Caldas’s observations agree with
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Tse’s (2000) findings. Tse reports that individuals passing through the identity crisis of
adolescence tend to adhere to the patterns of larger society; these patterns are unlikely to
include an appreciation of minority languages or bilingualism.
In contrast to the above studies, Liang (2012) found positive attitudes toward a
minority language in a multilingual educational setting. In a study of Latino high school
students in California, Liang found that although wanting to know English well, the
students were proud of their knowledge of Spanish. One student mentioned the beauty of
the Spanish language. Many students considered Spanish a way to connect to their Latino
heritage. Several students mentioned the importance of being able to communicate with
the large number of Spanish-speaking Latinos living in California. Overall, the students
in this study communicated a strong desire to maintain their heritage language and reap
the benefits of bilingualism.
Summary
This section looked at research regarding language attitudes from several angles.
First, research discussing the monolingual ideology in the U.S. was discussed in relation
to negative attitudes toward minority languages and their speakers. Later, Latino
language attitudes toward both English and Spanish were examined. Last of all, this
section provided a summary of some relevant research regarding language attitudes in
multilingual educational settings. It is clear from the research provided that language
attitudes involve much more than language alone. Aside from connecting to ideas about
speakers of different languages, language attitudes are tied to individuals’ perceptions of
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themselves (Nguyen & Hamind, 2016). In the next section, I will delve into research
pertaining to the self-perceptions of bilingual and bicultural individuals.
Bilingual and Bicultural Self-Perceptions
Defining Bilingualism and Biculturalism
Early views of bilingualism defined it as native-like fluency in two or more
languages (e.g., Bloomfield, 1965, as cited by Zubrzycki, 2019). However, within
academia, this idea has largely been upended. Traditional definitions of bilingualism were
conceived with a monolingual bias and thus faultily regarded bilinguals as two separate
monolinguals who speak all of their languages with native-like proficiency (Grosjean,
2015; Zubrzycki, 2019). In opposition to this perspective, Cook (2008) argues that a
bilingual’s brain contains two or more language networks that are in continuous contact;
therefore, bilinguals are “multicompetent language users” no matter their level of
proficiency in the languages they use (as cited by Zubrzycki, 2019, p. 449). Within
academia, most researchers now focus their definitions of bilingualism on the regular use
of two or more languages rather than on proficiency (Grosjean, 2015).2 In explaining the
rationale behind such definitions, Grosjean (2015) says that a bilingual person’s fluency
in his or her languages often depends on the purpose, situation, and interlocutor.
Therefore, a bilingual’s proficiency in his or her languages can be seen as moving along a
continuum, and the location on this continuum may depend on the context in which an
interaction takes place.

2

Grosjean (2015) explains that although the term bilingualism implies the use of just two languages, most
definitions of bilingualism encompass the use of two or more languages, which can also be termed
multilingualism.
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Although a minimalist definition of bilingualism is now widely applied in
academia, Zubrzycki (2019) explains that the traditional, native-speaker-like view of
bilingualism continues to dominate in other circles. In her study of the self-perceptions of
bilinguals, Zubrzycki found that many participants held to narrow, traditional definitions
of bilingualism. Perhaps unsurprisingly, those who viewed bilingualism in this manner
were less likely to perceive themselves as bilingual. Zubryzycki contends that this
erroneous view of bilingualism can negatively impact a bilingual’s sense of self. Ortega
(2019) uses the term “linguistic insecurity” to describe the feeling of linguistic
inadequacy that is rampant among multilingual speakers (p. 28). Like Zubryzycki, Ortega
claims that this insecurity often stems from a belief that one must speak his or her second
language as well as a native monolingual speaker of that language.
As with bilingualism, researchers of biculturalism tend to view it on a continuum.
In other words, the extent to which an individual’s attitudes and actions align with a
certain culture may depend on context (Grosjean, 2015; Lee, 2002). This variability
comes across in LaFromboise, Coleman, and Gertan’s (1993) explanation of
biculturalism. They propose that biculturals can be part of two cultures and switch
between them depending on the situation. Other descriptions of biculturalism involve
interaction with two or more cultures and knowing and adapting to these cultures.
Grojean’s (2015) definition of biculturalism entails a mixing of elements from two or
more cultures, and Lee (2002) says that bicultural individuals can participate in one of
their cultures more than the other and yet consider them both to have the same level of
importance.
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The Benefits of Bilingualism and Biculturalism
Although bilingualism and biculturalism have historically gone against the grain
of societal ideologies in the U.S., positivity toward diversity has grown over the past
decade. Maintenance of heritage languages is increasingly seen as beneficial for minority
communities and society as a whole (Shin, 2010). On a smaller scale, Fielding (2013)
notes that when a bilingual speaker uses all the languages in his or her brain, this has a
positive impact on identity. The California Department of Education (2020) names
several more benefits for multilingual individuals. Social advantages include one’s ability
to maintain relationships with family from different generations and increasing one’s
interest and engagement with those of other cultures. Moreover, bilingualism is
associated with enhanced cognition and a better working memory (NASEM, 2017, as
cited in California Department of Education, 2020). For Latinos who are biliterate,
advantages abound, including a greater likelihood of attending college than Latinos who
do not maintain Spanish (Santibañez and Zárate, 2014, as cited in California Department
of Education, 2020).
In regard to the advantages of biculturalism, LaFramboise et al. (1993) maintain
that biculturalism has health benefits for minorities, including increased confidence and
self-worth. They also note the benefits that a strong bicultural identity can provide in the
realms of employment and academic performance. Grosjean (2015) discusses the effects
of accepting one’s biculturalism in terms of personal well-being. He describes the crisis
many biculturals face when seeking to self-identify. He offers four choices: 1) choose
culture A; 2) choose culture B; 3) choose neither A nor B; or 4) choose both A and B.
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Grosjean contends that those who embrace just one culture often feel something lacking
later on in life, while those who reject both cultures may feel like they do not belong
anywhere. He claims that the healthiest option is the fourth option: embracing
biculturalism. Lee’s (2002) findings support this. In an analysis of second-generation
university students of Korean heritage, Lee found that many of these individuals desired
to claim bicultural identities, wanting to embrace both their American and Korean
heritage.
The benefits of bilingualism and biculturalism likely impact the attitudes of
heritage language learners toward the languages they use. In the next subsection, I will
review research regarding how heritage language learners perceive their own
bilingualism and biculturalism. These self-perceptions are shaped in part by language
attitudes (Nguyen & Hamind, 2016) and are an important means to understanding how to
motivate language learners.
Self-Perceptions of Bilinguals and Biculturals
Clarifying the terminology. Varying and often conflicting views of identity can
be a source of confusion when reading academic research. In Brubaker and Cooper’s
paper “Beyond Identity” (2000), the authors provide a history of the evolution of the term
identity, explaining how it has been claimed by various arenas and subsequently used in
so many different ways that its meaning can be ambiguous. Gornburg (2004) contends
that the term identity must be defined when used in the social sciences in order to prevent
misunderstandings (as cited by Broadbent & Vavilova, 2015). Brubaker and Cooper
(2000) provide multiple definitions of the identity, ranging from the common, lay
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understanding of the word as a form of self-understanding, to the post-structuralist view
of identity as the “unstable, multiple, fluctuating and fragmented nature of the
contemporary ‘self’” (p. 8). Because this latter definition strays so far from the everyday
understanding of the term, the authors consider it “weak” (p. 10). However, much
research on identity within the field of linguistics views identity through the
post-structuralist lens. Through this lens, identity is not something to be possessed but
rather is constructed through social interactions (Fuller, 2012; Blackledge & Pavlenko,
2001). Because social interactions involve differing contexts and interlocutors, this
perspective presents speakers as having multiple identities that constantly change.
The purpose of my study is to gain insights into how students see themselves in
regard to their biculturalism and bilingualism. In light of this, I find the post-structuralist
view of identity of limited use. Brubaker and Cooper’s paper (2000) recommend alternate
terms for identity that reflect the everyday understanding of the word and avoid confusion
within academic realms. Terms they recommend include identification and self
understanding. Following Zubrzycki (2019) and Caldas (2008), I will use the related term
self-perception in lieu of the term identify, and I loosely define this term as “a person’s
sense of who he or she is.” It should be noted that other studies included in this section
focus on similar themes but opt for the term self-identification or a qualified use of
identity rather than self-perception. Also, studies from multiple paradigms of language
and identity research will be included in the following section, including the
post-structuralist and socio-culturalist perspectives. While the different paradigms may
view and define identity through different lenses, I believe that these multiple
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perspectives provide rich insights into the varying influences that impact the bilingual
and bicultural self-perceptions of pre-adolescent heritage language learners.
The development of bilingual and bicultural self-perceptions. As mentioned
above, some research claims that there are strong links between language attitudes and
self-perceptions (Nguyen & Hamind, 2016). Even though bilingualism is more readily
accepted than it once was, Broadbent and Vavilova (2015) maintain that navigating one’s
bilingual and bicultural self-perceptions can be challenging even in societies that readily
accept linguistic diversity. It might be inferred then, that developing these
self-perceptions is even more difficult in societies where monolingualism is the norm.
While more research is needed that studies the specific connections between language
attitudes and bilingual and bicultural self-perceptions (Zubrzycki, 2019), a significant
body of research has been devoted to factors that influence bilingual and bicultural
self-perceptions. This subsection overviews some relevant research concerning bilingual
and bicultural self-perceptions. Within this body of research, one can find references to
language attitudes and to factors which might influence language attitudes; additionally,
many connections between heritage language maintenance and self-perceptions will be
evidenced.
Bilingualism and biculturalism are seen as being malleable and highly personal in
development (Caldas, 2008; Lee, 2002; Grosjean, 2015). Additionally, they can develop
at any time during a person’s life (Grosjean, 2015). Grosjean (2015) notes many
similarities in the development of bilingualism and biculturalism. He explains that
children who become bilingual and bicultural often start knowing just one language or
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culture, growing up with it at home and later learning another at school. Sometimes as
these children are increasingly exposed to the dominant language and culture of society,
they become more comfortable with this than their native language language or culture.
Grosjean (2015) claims that although people can be bicultural or bilingual according to
academic definitions of the words, they may not recognize their biculturalism and
bilingualism. In regard to language, Grosjean (2015) explains that they may begin to
doubt their knowledge of their native language and hesitate to use it out of fear of
embarrassment. This is a key point, given the previously-discussed benefits that the
acceptance of bilingualism and biculturalism has in the lives of individuals and societies.
Grosjean (2015) further notes that it is often easier to self-perceive as bilingual
than bicultural. He explains that the minimalist definition of bilingualism is more
accepted in everyday life than is the minimalist definition of biculturalism. However, this
conflicts with Fielding’s (2013) findings. In her study of elementary-aged students’
perceptions of their own bilingual and bicultural identities, Fielding found that students
more easily identified as biculturals than bilinguals. While it is possible that this
disagreement is related to the young age of the students in Fielding’s study, Zubrzycki
(2019) study provides evidence that the native-speaker proficiency definition of
bilingualism still holds strong influence in the self-perceptions of bilingual adults.
Clearly, much more work needs to be done in changing the outdated perceptions of pure
bilingualism and biculturalism.
Bilingual and bicultural self-perceptions in adolescence and pre-adolescence.
Much research discusses bilingual and bicultural identity development during
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adolescence. Less research has been devoted to such development in younger children,
although some studies do exist (e.g., Fielding, 2013). Caldas (2008) explains that
adolescence is the time when people start to grapple with their sense of self; by extension,
then, this is likely the time when bilinguals and biculturals begin to grapple with their
bilingual and bicultural sense of self. Because this study focuses on the self-perceptions
of heritage learners who are approaching adolescence, this subsection will review
literature that touches on bilingualism and biculturalism during this stage of life.
Caldas (2008) conducted a longitudinal study that analyzed how the bilingual
self-perceptions of his three children evolved from pre-adolescence to young adulthood.
Caldas found that during adolescence, bilingual and bicultural self-perceptions were
heavily influenced by peer pressure. As much as the parents tried to encourage
development of French in their children, the children were closely attached to their peers
and chose to adopt peer norms rather than family norms. As the children entered their
young adult years, Caldas found that their bilingual and bicultural self-perceptions grew
increasingly positive. He says, “As compared to their early adolescence which seemed to
be characterized more by parallel monolingualism, or a sort of linguistic schizophrenia,
by middle to late adolescence the children seemed to be successfully unifying their two
cultural/linguistic halves into a hybridized healthy and coherent whole” (p. 307).
Tse (2000), who approaches the idea of cultural identity formation from a
psycho-social perspective, presents a model of ethnic identity formation in which
individuals pass through stages as they develop their ethnic identities. In her analysis of
the published personal stories of Asian Americans, Tse specifically focuses on
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individuals passing through what she calls the Ethnic Ambivalence/Evasion (EAE) stage
of ethnic identity formation, which often takes place during adolescence. In line with
findings from Caldas (2008), she found that when individuals passed through the EAE
stage, they desired to conform to the dominant culture and viewed their ethnic heritage
negatively. Tse also found that societal attitudes toward the ethnic group influenced the
writers’ willingness to extend or maintain their heritage language.
Lee (2002), in a study of second-generation university students of Korean
heritage, notes a phenomenon that agrees with Tse’s findings. Lee notes that adolescents
and children want to belong to a group and will attempt to conceal their minority
associations if they feel they will not be accepted.
The influence of context on bilingual and bicultural self-perceptions. While
some paradigms of identity research seem to view self-perceptions as something fixed,
much research contradicts this idea. Indeed, as noted in an earlier subsection,
bilingualism and biculturalism are seen as being malleable (Caldas, 2008; Lee, 2002;
Grosjean, 2015). Several studies show how self-perceptions of bilingualism and
biculturalism can alter with a change in context. Caldas (2008) found that his children’s
self-perceptions and attitudes toward their languages changed depending on their
location. When the children were living in the United States during the school year, he
found that the monolingual norm of U.S. culture, in combination by peer pressure from
other teens that conformed to this norm, had a heavy influence on his children’s
self-perceptions of their bilingualism and biculturalism. However, when his children were
in Quebec during the summer, they almost always spoke French and were willing to
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accept this part of themselves, likely because they were surrounded by others who spoke
French natively. Kanno (2003) found that the Japanese and Canadian identities of
participants in her study changed depending on context and interloctuors. These findings
lend support to the post-structuralist view that identity is constructed socially and that
speakers can construct different identities in different contexts (Fuller, 2012).
The link between bilingual and bicultural self-perceptions. Much literature
claims a tight connection between language and culture and consequently a strong link
between bilingualism and biculturalism (Fielding, 2013). Studies by Fishman (1977) and
Giles and Coupland (1991) emphasize the centrality of knowing the language of a culture
to truly understanding the culture (cited by Lee, 2002). Lee (2002) found that Korean
heritage language learners with a higher level of Korean language proficiency perceived
themselves as being more Korean when compared to those with lower Korean
proficiency levels. Similarly, Tse (2000) found that many Asian authors used language as
a way of claiming the cultural identity commonly attached to that language. Broadbent
and Vavilova (2015) also found a correlation between bicultural and bilingual
self-perception; however, unlike findings that show bilingualism supporting
biculturalism, Broadbent and Vavilova claim that those who are content in their
biculturalism resultantly experience little dissonance in their self-perceived bilingualism.
In contrast to studies that find a strong connection between bilingual and
bicultural self-perceptions, some research shows that language and cultural affiliations
don’t always go hand in hand. Fielding (2013) examined the bilingual and bicultural
self-perceptions of young children and found that strong bicultural identity did not always
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correlate with a strong bilingual identity. From interviews with these children, she
gleaned that such lack of correlation between culture and identity created a sense of
imbalance for these individuals. Grosjean (2015) also claims that bilingualism and
biculturalism do not always travel as a pair, stating that “it is clear that individuals can be
not only bicultural and bilingual, but also bicultural and monolingual, monocultural and
bilingual, as well as monocultural and monolingual” (p. 573). Grosjean says that
biculturalism and bilingualism are often studied separately due to each being related to its
own distinct area of academia. He claims that because of this, although biculturalism and
bilingualism are often mentioned in relation to one another, “very little work has been
done so far to describe the combined linguistic and cultural ensemble that is at the heart
of who they are” (p. 572).
Summary
This section reviewed research related to the self-perceptions of bilinguals and
biculturals. First, bilingualism and biculturalism were defined. Second, research
describing the benefits of bilingualism and biculturalism was outlined. Third, bilingual
and bicultural self-perceptions were discussed. Within this final subsection, terminology
was clarified, factors influencing the development of bilingual and bicultural
self-perceptions were explored, and connections between bilingual and bicultural
self-perceptions were made.
Although much research has been done in regard to heritage language
maintenance, language attitudes, and bilingual and bicultural identity, there is a need for
further research that explores the interactions between the language attitudes of

38
pre-adolescents and their bilingual and bicultural self-perceptions (Zubrzycki, 2019).
The present study seeks to extend this research base. Moreover, because the setting of
this study is a dual-language school of nearly 100% Latino native-Spanish-speakers,
unique insights might be gained in regard to how societal language attitudes impact the
self-perceptions of students within educational settings where the majority of students are
of an ethnic minority.
Chapter Summary
This chapter has presented relevant research regarding heritage language
maintenance, language attitudes, and bilingual and bicultural self-perceptions. The
following research question was investigated: how do language attitudes interact with the
bilingual and bicultural self-perceptions of Latino heritage language learners as they
approach adolescence? The first section in this chapter defined heritage language learner
and described the importance of heritage language maintenance. The second section of
this chapter provided an overview of research related to language attitudes with a focus
on attitudes related to minority languages in the U.S. Societal attitudes toward minority
languages were explored, as well as Latino language attitudes and language attitudes
within multilingual educational settings. The final section of this chapter focused on
bilingual and bicultural self-perceptions. In this section, applicable terminology was
defined and clarified; the benefits of positive bilingual and bicultural self-perceptions
were discussed; and the factors and processes impacting bilingual and bicultural
self-perceptions were investigated.
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Chapter Three will explain the rationale behind this investigation. Methodology
will be described as well as the participants and setting of the study.
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CHAPTER THREE
Methodology
Chapter Overview
Chapter Two outlined relevant research regarding the language attitudes of
heritage language learners in addition to their bilingual and bicultural self-perceptions.
Much of this research informed the methodology that was used in the study at hand. In
Chapter Three, I will describe the framework I utilized to conduct this study as well as
the chosen approach aimed to elicit meaningful data in response to the following
research questions: 1) What are the language attitudes (specifically toward English,
Spanish, and Spanish-English bilingualism) held by Spanish-speaking English learners
in Fifth Grade? and 2) How do these attitudes interact with students’ developing
bilingual and bicultural self-perceptions?
In the first section of this chapter, I will describe and provide a research-based
rationale for employing a mixed-methods research paradigm through the use of
questionnaires and a focus group. Validity and reliability will be discussed in relation to
the triangulation of data. In the subsequent two sections, I will introduce the setting and
participants of the study. Then I will discuss the questionnaire and focus group items
used and give my reasoning for choosing these tools. Later, I will explain the processes I
followed when collecting data. Limitations of the research methods will also be
discussed. Finally, I will explain how I analyzed the data obtained from both the
questionnaires and focus group session and how I integrated data from the two research
methods.
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Research Paradigm
In order to answer the research questions above, a mixed-methods paradigm was
utilized. According to Mackey and Gass (2016), a mixed-methods approach bolsters
validity of results through the triangulation of data. When using both quantitative and
qualitative measures, the shortcomings of one measure are neutralized by the strengths of
the other, and vice versa. Additionally, the use of mixed methods can lead to richer
insights into the topic of study, allowing the researcher to view a phenomenon from
multiple angles.
In this study, the two primary methods of data collection were a questionnaire
and a focus group session. The participants’ most recent WIDA ACCESS 3 scores were
also collected. (The WIDA ACCESS is an English proficiency exam given yearly to
English learners.) The questionnaire contained multiple choice questions, Likert-style
questions, and some qualitative, short answer elements. The questionnaire results and
WIDA ACCESS scores, along with the researcher’s own knowledge of the students,
were used for selecting focus group participants. Using a quantitative measure as a
means for choosing a sample is another advantage of a mixed-methods approach, as
described by Mackey and Gass (2016). In the following sections, the setting and
participants of this study will be described, and further detail will be given regarding
how participants were chosen.
Setting
The setting of this study was a dual-language school in a Midwest urban center.

3

WIDA stands for “World-Class Instructional Design and Assessment.” ACCESS stands for “Assessing
Comprehension and Communication in English State-to-State for English Language Learners.”
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Because the school was designed for Latino heritage language learners to attain Spanish
and English biliteracy, it draws its students from the Latino community. The student
population at the school is nearly 100% Latino. Content instruction in pre-K through
Third Grade is primarily in Spanish, and English is incrementally added in until a 50-50
balance is reached in Fourth Grade.
Aside from a focus on producing students who are Spanish-English biliterate, the
school where this study takes place puts great emphasis on celebrating Latino culture.
Every year, each student completes a cultural project related to Latino heritage, and the
school hosts cultural events throughout the school year, including a Day of the Dead
celebration.
At the time of the study, over half of the staff and faculty members at the school
were Latino, and most of those who were not Latino had lived in Spanish-speaking
countries and knew Spanish. For the purposes of this study, it should be noted that there
were more native-speaking Spanish teachers in the primary grades than in the
intermediate and middle school grades. In the primary grades, 6 out of 7 classroom
teachers were Latino and native Spanish-speakers, while in the intermediate and middle
school grades only 5 out of 12 spoke Spanish natively. (However, one of the fifth-grade
teachers who did not speak natively is Latina and considers herself a heritage Spanish
learner.) As for families of students, the large majority had roots in Mexico and Ecuador,
and El Salvadoran, Costa Rican, and Guatemalan ethnicities were also represented in the
student body. The majority of students were first- or second-generation immigrants, but
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some families had been in the U.S. for longer. More background regarding the students
invited to participate in this study is given in the following section.
Participants
This study centers on fifth graders at the aforementioned school. As can be
inferred from above, these students were all Latino and heritage Spanish speakers. They
received half of their content instruction in Spanish, specifically in the classes of Math
and Social Studies, and they received the other half of their content in English,
specifically in the classes of Language Arts and Science.
All fifth-grade students at the school and their guardians were informed about the
goal of this study, namely that it aimed to examine issues connected to language attitudes,
bilingualism, and biculturalism. All 49 of the fifth-grade students were invited to
participate in the study, and of that number, 16 received parental consent. All students but
one assented, resulting in 15 total participants.
All 15 participants were between ages 10 and 11 at the time of the study. Ten
students were female and 5 were male. Twelve were receiving ELD services at the time
of the study, with WIDA composite scores from Spring 2020 ranging from 2 to 4 on a
scale of 1 to 6. The three students who were not receiving ELD services had exited the
ELD program within the past two years. All students were born in the U.S. Eleven
students marked that they spoke both Spanish and English at home, three spoke only
Spanish at home, and one wrote that she spoke Spanish and Japanese. Two students
requested the Spanish-language questionnaire, while the other 13 did it in English.
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However, some who requested the English version ended up writing certain responses in
Spanish.
Human Subject Research Review Process
Because this study involved children under the age of 18, approval from
Hamline’s Institutional Review Board (IRB) was obtained. Automated phone calls were
made to families of fifth-graders that described the case study goals and anticipated the
arrival of consent forms via manila envelopes. As required by the IRB, privacy of
participants was maintained through the use of pseudonyms and omission of information
that could possibly identify the students involved.
The questionnaires were distributed during specialist time, and therefore students
participating in this initial group did not miss instructional minutes. Students who
participated in the focus group session stayed after school one day for one hour. The first
fifteen minutes of this hour were spent eating a snack before the 45-minute focus group
time began.
Data Collection
Questionnaire
Fifth graders who consented to participate in the study were given a questionnaire
to complete during their regularly-scheduled specialist time. (See Appendices A and B.)
This questionnaire elicited information about 1) their background, including name, age,
gender, place of birth, and languages spoken at home; 2) language attitudes; 3) ideas and
self-perceptions regarding bilingualism; and 4) ideas and self-perceptions regarding
biculturalism.
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Questionnaires enable researchers to collect information about the attitudes and
personal opinions of numerous people in an efficient manner (Mackey & Gass, 2016).
The questionnaire of the present study used closed items to gather background
information and information about language attitudes. A few open-ended questions were
used to gather students’ ideas about bilingualism and biculturalism. Mackey and Gass
(2016) explain that close-ended questions are reliable and easy to measure. Open-ended
items, in contrast, allow for respondents to share their inner thoughts in writing and thus
can elicit richer data.
Limitations of questionnaires include language barriers and the potential for
biased questions (MacKay & Gass, 2016). Also, for open-ended items, some respondents
may find it challenging to express their inner thoughts in writing. In order to offset these
limitations, several steps were taken in this study. First, the questionnaire was reviewed
by several colleagues for bias and clarity. Second, participants in the study were given the
option of completing the questionnaire in either English or Spanish. Third, the researcher
read aloud the items to students and explained items as needed; not only did this benefit
students who have difficulty reading on their own, but it promoted clarity and increased
reliability. Finally, students who had difficulty writing had the option of providing verbal
responses to be transcribed by the researcher, although no students used this option.
Focus Group Session
As described in an above section, the mixed-methods approach used in this study
is in itself a means of increasing validity and reliability. Data gathered from a focus group
session was used to both inform and corroborate findings from the questionnaire.
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Mackey and Gass (2016) describe a focus group session as a group discussion around a
given theme, often using a “stimulus” as a basis for conversation (p. 225). In this study,
the stimulus for discussion was the questionnaire. The focus group discussion allowed me
to address gaps and inconsistencies in the questionnaire results and delve deeper into
participants’ self-reported language attitudes and self-perceptions of their bilingualism
and biculturalism. I used a semi-structured interview format. This flexible format gives
the researcher room to choose questions according to the direction of the discussion and
to explore initial responses to questions (Mackey & Gass, 2016). Appendices C and D
show the list of questions I used to guide the interview. I began the discussion in English
but made room for Spanish and translanguaging as needed to promote clarity and
self-expression.
The interactive format of a focus group session can elicit unique insights from the
participants. In her thesis study, which analyzed the identity perceptions of
Japanese-American adults, Metoki (2012) aptly explains that the focus group session
allowed participants to:
1) Critically analyze their identity perceptions.
2) Critically analyze how their heritage language may affect their identity
perceptions.
3) Interact with others who have similar life experiences in order to critically
analyze their own thoughts and opinions about their heritage language and
identities. (p.17)
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Furthermore, Metoki highlights research that emphasizes the “socially constructed”
nature of identity, explaining that interaction with others helps mold one’s identity (p.
17). For this reason, researchers should be careful to gather identity-related data from
group interactions and not only from individualized measures such as questionnaires.
Despite the many benefits of focus groups, the interview format tends toward
subjectivity when compared to other forms of data collection (Mackey & Gass, 2016).
Metoki (2012) explains that the interview format increases the chances for biased
questions to be posed—questions that could sway participants to respond in a certain
manner. This relates to another potential limitation of interviews termed the halo effect.
Mackey and Gass (2016) say that a halo effect occurs when respondents’ answers are
colored by how they think the interviewer wants them to respond. Another possible
weakness of the interview format relates to the learned skill of interviewing (Mackey &
Gass, 2016). If an interviewer lacks skill or experience, participants might not share
honestly, openly, or completely. To counterbalance the potential drawbacks of focus
group sessions, the mixed methods paradigm adopted in this study gathered objective
data through questionnaires in addition to the more subjective data elicited via interview.
Selecting the focus group participants. Selection of focus group participants
was based on my analysis of the questionnaire data (described in detail below) as well as
my personal knowledge of students’ comfort in group discussions. Because I personally
knew most of the students who participated in this study, I took measures to make the
selection process as blind as possible, except in areas where my knowing the participants
might actually increase the validity of the results. Each questionnaire had a stapled
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attachment that contained the student’s name. (See Appendix E.) First, I wrote the
student's name on this attachment. Then, as part of the background section on the
attached questionnaire, I recorded the students’ 2020 WIDA ACCESS results for reading,
writing, listening, and speaking, as well as their overall score. Both the questionnaire
attachment and actual questionnaire had empty circles at the top, as can be seen in the
Appendices A, B, and E. I wrote matching numbers in these circles so that each student’s
name could be removed from the questionnaire during its completion and then later
rematched. I did not seek to identify a given participant until questionnaire results were
analyzed and a pool of prospective focus group participants had been selected from these
results. (Further description of analysis methods can be found below.)
After choosing prospective focus group participants based on questionnaire
responses alone, I used my personal knowledge of students’ aptitude for discussion to
decide who might be more successful in a focus group. At the time of the study, I taught
in a support role at the school where this study occurred, and so I had worked with most
of the participants —both in the mainstream classroom and out—to varying degrees over
the past three years. While my familiarity with the students could be seen as a limitation
that opened the door for bias and error, it is my opinion that the benefits of this
familiarity outweighed the potential drawbacks. Caldas (2008) studied the bilingual
self-perceptions of his own three children over the course of several years. While he
admits that studying one’s own children may raise questions for some, Caldas claims that
“a parent’s knowledge of his or her own children is likely more complete than any other
single individual—thus, the strength of the case study” (p. 298). The fifth-grade students
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were not my children, but my reasoning falls in line with that of Caldas; indeed, I believe
that my already-established relationships with the fifth-grade students increased rather
than decreased the credibility of the focus group results by 1) contributing to a familiar
and comfortable environment; and 2) helping me to carefully select students who were
likely to express themselves well in a group discussion.
According to the processes described above, six students were selected to
participate in the focus group: three boys and three girls. However, one student (a girl)
did not attend due to being absent from school. This resulted in five total participants:
three boys and two girls. The pseudonyms assigned to these students are Juan, Matthew,
Abdiel, Elena, and Luz.
Data Analysis
Analysis of Questionnaire Data
In line with Liang (2012), quantitative questionnaire data was analyzed first for
frequency to delineate how many times each response occurred. The percentage of each
response was calculated to enable the researcher to compare the frequency of responses
in reference to one another. (See Tables 1 through 4 in Chapter Four.)
While the questionnaire was mostly quantitative, it also had two qualitative,
open-ended questions in which students were asked to define bilingualism and
biculturalism. (See Tables 5 through 7 in Chapter Four for results.) I looked for
similarities in responses to these items across the data sample and noted any salient
trends.
Analysis of the frequency tables and answers to the open-ended items helped me
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determine which responses were most typical. I divided the questionnaires into groups
based on their representation of typical responses. Then I blindly selected the initial pool
of participants for the focus group based on the most typical responses. I purposely chose
within each pile of typical responses students who had varying levels of English
proficiency according to the WIDA data. As explained in an above section, only after
selecting this initial pool of participants did I look at students’ names and narrow down
the final participants based on my personal knowledge of their aptitude for discussion.
Analysis of Focus Group Data
The focus group session was audio recorded. After the session, I transcribed the
dialogue. I analyzed this qualitative data by looking for similarities and differences in the
language attitudes and bilingual and bicultural self-perceptions expressed. As done by
Fielding (2013) and Jang et al. (2008), I looked for common themes in the data. Later,
after integrating the two data sets (as described in the following paragraph), I provided
thick descriptions of the focus group data by describing in detail the salient themes, by
including excerpts from the session that represented the salient themes, and by discussing
my interpretation of the data.
Analysis Integration
The final step in my data analysis was to integrate the data gathered from the
focus group session with the data gathered from the questionnaire. In a process similar to
Jang et al. (2008), I analyzed salient themes from each data set in relation to one another,
as well as any discrepancies. To aid my analysis, I used a Google Doc to compile the
salient themes observed in the questionnaire data and the focus group responses. Some
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overlap between themes occurred, which was expected. Below each salient theme, I
transcribed results from both the questionnaire and focus group session that corresponded
to that theme, whether in agreement or in apparent contradiction. Sometimes, certain data
items corresponded with more than one salient theme.
In order to compare and contrast the questionnaire and focus study responses of
students who participated in both phases of data collection, I used a Google Doc to
compile student responses by name. This document helped me to notice consistencies,
inconsistencies, and connections among all responses given by a single participant.
Chapter Four presents the integrated results of my data analysis.
Chapter Summary
This study aims to answer the following questions: 1) What are the language
attitudes (specifically toward English, Spanish, and Spanish-English bilingualism) held
by Spanish-speaking English learners in Fifth Grade? and 2) How do these attitudes
interact with students’ developing bilingual and bicultural self-perceptions? Chapter
Three overviewed the methodology used in this study. The mixed-method paradigm was
discussed as well as the setting, participants, and the IRB’s process for studies with
human research participants. Tools for data collection, namely questionnaires and a focus
group session, were explained in detail, along with their strengths and limitations. Finally,
processes for data analysis were outlined.
In Chapter Four, I will share the results of my data analysis. I will discuss my
findings according to the salient themes identified during my data analysis, and I will
discuss these findings in relation to related studies.
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CHAPTER FOUR
Results
Chapter Overview
The results gathered from the questionnaire and focus group session revealed
several salient themes: positive attitudes toward both English and Spanish; the value of
Spanish-English bilingualism and biliteracy; a further-developed understanding of
bilingualism than of biculturalism; and the complex nature of language attitudes and
bilingual and bicultural self-perceptions. As I aim to meaningfully explain the
relationships between the two sources of data collection, I will discuss these themes in
view of the research questions driving this thesis: 1) What are the language attitudes
(specifically toward English, Spanish, and Spanish-English bilingualism) held by
Spanish-speaking English learners in Fifth Grade? and 2) How do these attitudes
interact with students’ developing bilingual and bicultural self-perceptions? The
discussion will include connections to relevant literature and findings from similar
studies.
Language Attitudes of Fifth-Graders
The results of both the questionnaire and focus group session revealed that nearly
all fifth-grade participants had a positive view of both Spanish and English as well as
Spanish-English bilingualism and biliteracy. The subsections below will delineate
questionnaire and focus group session data in regard to these themes.
Language Attitudes toward English and Spanish
Table 1 shows that all students selected strongly agree or agree on all
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Likert-scale items dealing with one’s attitude toward English. This indicates that the
students surveyed like English and that they view learning to speak, read, and write
English as important.
Table 1
Questionnaire Results: Language Attitudes Toward English
Strongly
agree

Agree

Neither
agree nor
disagree

Disagree

Strongly
disagree

Questionnaire Item

#

%

#

%

#

%

#

%

#

%

6. It is important to be able to
speak English.

9

60.0

6

40.0

0

0.0

0

0.0

0

0.0

8. It is important to be able to
read and write in English.

9

60.0

6

40.0

0

0.0

0

0.0

0

0.0

11. I like English.

11

73.3

4

26.7

0

0.0

0

0.0

0

0.0

Table 2 shows results for questionnaire items dealing with students’ attitudes
toward Spanish. As with English, students’ attitudes were largely positive, with over
93% of students selecting strongly agree or agree for all items. These results corroborate
Silva-Corvalán’s (2004) research which states that Latinos view Spanish positively.
Table 2
Questionnaire Results: Language Attitudes Toward Spanish
Strongly
agree

Agree

Neither
agree nor
disagree

Disagree

Strongly
disagree

Questionnaire Item

#

%

#

%

#

%

#

%

#

%

5. It is important to be able to
speak Spanish.

9

60.0

5

33.3

0

0.0

1

6.7

0

0.0

7. It is important to be able to
read and write in Spanish.

8

53.3

6

40.0

1

6.7

0

0.0

0

0.0

10. I like Spanish.

11

73.3

3

20.0

0

0.0

1

6.7

0

0.0

54
For Item 9 of the questionnaire, participants were asked to compare the
importance of learning English and Spanish (see Table 3). This item was presented in a
multiple-choice format rather than on a Likert-scale. One response for this item was
omitted because the student selected two Likert-scale options, resulting in an ambiguous
response. Of the 14 participants with clear responses, all 14 selected It is equally
important to learn both English and Spanish.
Table 3
Questionnaire Results: Item 9
Check the statement that is most true for you:

#

%

Learning Spanish is more important than learning English.

0

0.0

Learning English is more important than learning Spanish.

0

0

It is equally important to learn both English and Spanish.

14

100.0

It is not important to learn English or Spanish.

0

0.0

Note. One student selected two options for Item 9, resulting in an unclear response. This response
was omitted, resulting in 14 rather than 15 total responses.

While the high status of English may effectively lessen the status of Spanish on a
societal level in the U.S. (Villa & Villa, 2005), this phenomenon does not seem to be a
reality in the minds and hearts of these fifth-grade participants. Clearly, these students
value both languages. These results stand in contrast to Liang’s (2012) findings, in which
30 out of 37 of native-Spanish speaking high school students viewed English as being
more important to learn than Spanish. The high schoolers in Liang’s study saw English
as more important than Spanish due to it being the language of opportunity for
workplace success and the primary language spoken in the U.S. Despite the contrast in
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findings, it should be noted that students in both Liang’s study and the present study
deemed English as important to learn. The study at hand adds to the evidence that
minority-language speakers view English positively— and that they can do so while
valuing and appreciating their heritage language.
The Complexity of Language Attitudes toward English and Spanish
On the questionnaire, one participant, Juan4, indicated a more negative attitude
toward Spanish than he did toward English. Juan disagreed with the statements It is
important to be able to speak Spanish and I like Spanish. Juan was one of the students
who participated in the focus group session. In the focus group session, he said that
Spanish is hard for him, although he speaks Spanish with his parents at home more so
than English. He also mentioned that he helps his parents with English. Juan explained
his preferences for learning in English by saying, “So I understand. I can understand.”
It seems that although Juan is exposed to much Spanish at home, English is his
stronger language, and there is a possible connection between his perceived Spanish
language proficiency and his negative views of that language. It should be noted that on
Item 9, Juan indicated that it is equally important to learn both Spanish and English,
which seems to conflict with his checking disagree for the statement It is important to be
able to speak Spanish. Juan did not speak to this discrepancy in the focus group session.
It is possible that he distinguishes between “speaking” Spanish and “learning” Spanish
and that his definition of learning Spanish does not necessitate speaking it. Other
possible explanations include a fluctuating view of the importance of Spanish or simple
4

The identities of those who completed the questionnaire were not revealed to the researcher except for
individuals who also participated in the focus group session. For these individuals, among whom is Juan,
pseudonyms have been assigned.
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confusion in regard to the meaning of the question. Despite this discrepancy, Juan made
it clear in the focus group session that he likes English more than Spanish, no matter the
value he places on each language’s importance.
The complexities of Juan’s language attitudes are further highlighted when
considered alongside the language attitudes of Elena. On the questionnaire, Elena
marked strongly agree or agree for all Likert-scale statements regarding language
attitudes toward Spanish and English. Like Juan, she expressed a preference for one
language over the other. However, unlike Juan, Elena views her English proficiency as
lacking and prefers speaking and learning in Spanish more so than in English. When
asked when she is most comfortable speaking English, she explained:
“I talk English with my . . . brother. So we both talk, um, English cuz we know
English, and he was here and he show me how to, like . . . learn English. My . . .
English not really good . . . so he’s trying to teach me . . . more carefully . . . cuz
my English not really good.”
Later, she said that she prefers learning in Spanish over English and explained, “I know
more better Spanish.”
While Juan’s difficulties with Spanish seem to have led to a negative attitude
toward Spanish, Elena’s difficulties with English have not led to a negative attitude
toward English; rather, she views both English and Spanish very positively despite her
present challenges with English. Perhaps her positivity toward English is influenced by
her older brother, who obviously sees the value in her learning and practicing the
language. No matter the factors that may be at play in shaping the language attitudes of
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Juan and Elena, it can be concluded that a person’s attitudes toward a language may or
may not be influenced by one’s comfort level or perceived proficiency with that
language. Apparently, the internal implications that stem from an individual’s
self-perceived language proficiency can vary greatly from person to person. This theme
will be touched on more in the following section as I discuss students’ self-perceptions
of their own bilingualism and biculturalism.
Language Attitudes Toward Spanish-English Bilingualism
Questionnaire results gathered in this study show that the participants have
mostly positive language attitudes toward Spanish-English bilingualism. Table 4 shows
results from the Likert-scale items related to bilingualism.
Table 4
Questionnaire Results: Language Attitudes Toward Spanish-English Bilingualism
Strongly
agree
Questionnaire Item

Agree

Neither
agree nor
disagree

Disagree

Strongly
disagree

#

%

#

%

#

%

#

%

#

%

12. I like to learn two
languages.

13

86.7

2

13.3

0

0.0

0

0.0

0

0.0

13. Knowing two languages
makes me smarter.

9

60.0

5

33.3

1

6.7

0

0.0

0

0.0

14. Knowing two languages
can help me when I get older.

10

66.7

4

26.7

1

6.7

0

0.0

0

0.0

15. Knowing two languages
helps me communicate with
my family and friends.

12

80.0

3

20.0

0

0.0

0

0.0

0

0.0

16. Knowing two languages
helps me when I go to
restaurants, stores, and other
places.

11

73.3

4

26.7

0

0.0

0

0.0

0

0.0
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All participants either strongly agreed (86.7%) or agreed (13.3%) with the
questionnaire statement I like to learn two languages. Students in the focus group
session mentioned enhanced communication and increased knowledge as reasons for
enjoying their bilingualism. Abdiel said that it feels “great” to be able to speak two
languages. When asked why, he said, “Because if someone is talking to me in English or
Spanish, I just, like, understand them more.” Matthew responded similarly, commenting
also on the added cognition gained by bilingualism and biliteracy: “It feels like, it’s good
because I . . . can understand two languages and you know more . . . I know how to read,
write, and know stuff in English and Spanish.” Matthew’s last comment supports the
questionnaire results shown in Tables 1 and 2, which show that students found it
important to not only speak Spanish and English but also read and write the languages.
Matthew was part of the 93.3% of participants that either strongly agreed or
agreed with the statement Knowing two languages makes me smarter. The increased
knowledge offered by bilingualism, in addition to enhanced communication skills, is
something that many employers seek. Participants in this study were aware of the future
opportunities that bilingualism— and, furthermore, biliteracy—can provide. Indeed, all
students but one either strongly agreed or agreed with the statement Knowing two
languages can help me when I get older. In the focus group session, Luz aptly explained
that by reading and writing in both English and Spanish a person can “communicate
better with other people, you can get into a good, a better college and you can get a good
job.” (She also noted that reading and writing in both English and Spanish can help her
on tests.) Matthew shared that his parents tell his sister that she needs to learn to read and
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write in two languages because it will help her later on in life with work.
All 15 questionnaire participants strongly agreed (80%) or agreed (20%) that
knowing two languages helps them communicate with family and friends, and all either
strongly agreed (73.3%) or agreed (26.6%) that knowing two languages helps them at
restaurants and stores. Again, the focus group session provided further insights regarding
possible reasons for this agreement. In the focus group session, students expressed the
communicative flexibility that bilingualism provides. When asked when he is most
comfortable speaking Spanish, Matthew said, “Usually with my parents or around people
that like, like know Spanish because then I can better communicate with them.” Luz
explained that she is more comfortable talking in English with siblings, cousins, and an
uncle because they know more English than Spanish. However, she speaks to her parents
in Spanish because they do not know much English and have spoken Spanish “since they
were little.”
Similar to Luz, Abdiel shared that he speaks English with his cousins and
siblings but in Spanish with his parents. When asked why he speaks Spanish with his
parents, he explained, “Because, um, they know a bit of English, but not that much.”
Interestingly, Abdiel said he does not have a preference for either language himself; it
seems, then, that his choice of language depends upon the preferences of others. This
relates to something Abdiel shared earlier in the session: “It’s better to learn in two
languages because you’ll know someone who doesn’t know how to speak English or
Spanish.” This idea of accommodating others and helping others was also touched on by
Juan. Juan, who prefers English over Spanish, shared that he helps his Spanish-speaking
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parents learn English. This data demonstrates that these fifth-graders do not see
bilingualism as something that merely enhances their own communication but as
something that can benefit the communication of others as well.
To conclude this section, the findings shared thus far answer the first of this
study’s two research questions: What are the language attitudes (specifically toward
English, Spanish, and Spanish-English bilingualism) held by Spanish-speaking English
learners in Fifth Grade? The results related to language attitudes demonstrate that these
fifth-grade Latino students have overall positive attitudes toward Spanish, English, and
Spanish-English bilingualism. Moreover, the students value biliteracy in Spanish and
English. In the next section, I will discuss questionnaire and focus group findings
regarding bilingual and bicultural self-perceptions and how these findings connect to the
language attitudes of this group of students, which is the second research question that
this thesis aims to answer.
Bilingual and Bicultural Self-Perceptions
Results from the questionnaire and focus group session items about bilingual and
bicultural self-perceptions reveal that the participants in this study have a more
developed understanding of bilingualism than of biculturalism. Also, as with language
attitudes, it is evident that there are many complexities surrounding one’s own
self-perceptions of his or her bilingualism. In regard to a given language attitude
predicting whether or not a student will self-identify as bilingual or bicultural, the data
collected in this study shows no direct correlation. To expand upon these findings, I will
first present results on bilingualism, then biculturalism, and later draw connections
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between these areas and language attitudes.
Bilingual Self-Perceptions
Item 18 on the questionnaire asked participants to describe in writing what it
means to be bilingual. This item was included to increase the validity of results for Items
19 and 20, which asked students whether or not they think they are bilingual and to
explain why. As can be seen in Table 5, thirteen out of 15 students seemed to have a
basic understanding of bilingualism, namely knowing or speaking two languages. (Of the
other two students, one did not answer the question directly and the other stated that he
or she did not know the meaning of bilingual.) Of the students who communicated a
basic understanding of the term, their definitions reveal differences in opinion about the
extent to which one must know each language in order to be bilingual. Eight students
simply said that being bilingual means to know, speak or learn two (or more) languages.
Five students communicated something similar but with an additional qualification or
comment. According to these students, qualifications for bilingualism also include
speaking both languages “super good,” being able to translate, and having literacy skills
in the languages.
When asked whether students think they are bilingual, 12 students (80%) marked
yes and 3 students (20%) answered I’m not sure. When asked to explain their answers,
all 12 who marked yes wrote that they know or speak two languages. Of the three who
marked I’m not sure, two simply wrote that they weren't sure, one of which was the same
student who did not know the definition of bilingual. The third student, Matthew, wrote
“Im [sic]not sure if im [sic] bilingual because i can read spanish and understand it, i still

62
cant [sic] understand some spanish words or even write them.” For Matthew, it seems
Table 5
Questionnaire Results: Item 18
What does it mean to be bilingual?
1.

It mean super good i can speak (English) and spanish when i go to the store or other place

2.

(Knowing 2 languages or more languages)

3.

(being bilingual means speaking 2 languages)

4.

to know two (Languages)

5.

(I learn both languages)

6.

bilingual mean’s usually knowing to [sic] or more languages such as Spanish, english, Somali or
any language

7.

being bilingual means knowing 2 or more languages.

8.

It means that you know more that [sic] 1 languages.

9.

Being bilingual means to speak 2 languages.

10. Being bilingual means you can speak english and spanish and know spanish and english, you
also can translate words to english or spanish
11. To me being bilingual means that i can help someone translate words and know what someone is
saying.
12. Its usefull and Help’s [sic] you understand more people.
13. Bilingual means you can talk two languages. Bilingual makes you a better Person because you
can understand people.
14. Bilingua mean is [sic] I Don’t know
15. what it means to be bilingual is that you can read write and understand a language that is
different to your main language
Note. Use of parentheses denotes that a Spanish word or response was translated into English by the
researcher.

that being bilingual entails knowing how to read and write in both languages as well as a
very high level of understanding. However, in apparent contrast to what he wrote on the
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questionnaire, he said in the focus group session that it is equally easy for him to
understand, read, and write both English and Spanish. It seems then, that the ease of a
language does not prevent him from seeing gaps in his proficiency, and these gaps
conflict with his personal understanding of bilingualism.
Unlike Matthew, not all students’ self-perceptions of their own bilingualism are
influenced by their perceived lack of proficiency in a given language. As mentioned
already, during the focus group session, Elena was very open about her difficulties with
English. She said, “My English was sometimes, um, bad . . . like, um, hard words, um, I
can’t spell it really good” and “I know more better Spanish.” Elena’s scores on the
WIDA Access test corroborate her self-perceptions. In 2020, Elena’s scores in all four
language domains (reading, writing, speaking, and listening) were 3 or below on a scale
of 1 to 6, indicating that she has a beginning to developing level of English language
proficiency. Unlike Matthew, however, Elena considers herself bilingual despite her
lower English proficiency. On her questionnaire, Elena wrote that she is sure she is
bilingual. It can be said, then, that there are varied ideas amongst these fifth-graders
about the level of language proficiency needed in order to consider oneself bilingual.
The diverse ideas about bilingualism expressed by the participants in this study
mirror perspectives about bilingualism on a broader scale. As mentioned in the literature
review, most linguistic researchers now center their definitions of bilingualism on the
regular use of two or more languages rather than on native-like proficiency in those
languages (Grosjean, 2015). In this view, the language proficiency of bilinguals is seen
as moving along a continuum. However, Zubryzycki (2019) says that those in the lay
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realm still tend to view bilingualism according to the traditional perspective, which
maintains that one must possess native-like demand of both languages in order to be
bilingual. In her study of bilingual self-perceptions, Zubryzycki (2019) found that those
who viewed bilingualism according to the traditional view were less likely to perceive
themselves as bilingual. In regard to the fifth-graders in this study, then, it seems
possible that Matthew’s view of bilingualism aligns more with the traditional view, while
Elena’s view might align more with the “language use” view purported in academia.
The Interaction of Language Attitudes and Bilingual Self-Perceptions
The data I gathered on bilingualism sheds light on the question How do students’
language attitudes impact their self-perceptions of being bilingual? By and large,
students who had positive language attitudes toward English, Spanish, and
Spanish-English bilingualism also perceived themselves as bilingual. However, while
Matthew and one other participant had positive language attitudes, they were unsure
whether or not they were bilingual. Juan had some negative language attitudes toward
Spanish, and he was not sure if he was bilingual; however, he also did not know what
bilingual meant. Perhaps some connection may exist between positive language attitudes
and self-identification as bilingual. However, the results of the study do not provide
much clarity. Other factors, such as a person's perceived language proficiency or his or
her definition of bilingualism may have a greater impact on bilingual self-perceptions
than language attitudes.
Bicultural Self-Perceptions
Results from the questionnaire demonstrated that most students’ understanding of
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biculturalism is less developed than their understanding of bilingualism. Indeed, as can
be seen in Table 6, four of the 15 participants claimed they had never heard the word
before, and five wrote that they did not know what it meant. Only 6 of the 15 participants
Table 6
Questionnaire Results: Item 21
What does it mean to be bicultural?
1.

I never heard that word.

2.

(I’ve never heard that Word)

3.

(I’ve never heard that Word never in my life)

4.

im [sic] not sure what bicultural means

5.

Im [sic] not sure what it means.

6.

I dont [sic] know

7.

I Don’t really know what it means

8.

I nern [sic] herd [sic] that

9.

I have no idea.

10. to have 2 cultures
11. I think that bicultural means being too [sic] cultures.
12. it mean to be Half and Half culturs
13. Bicultural means ancestors being born somewhere and you being born in another country.
14. What it means to be bicultural is that you support another culture that is diferent compared to
yours.
15. To be bicultural means to be part of two cultures.
Note. Use of parentheses denotes that a Spanish word or response was translated into English by the
researcher.

were able to give a definition, and among these six, understandings of biculturalism
varied. Three of the 6 (including Luz) accurately defined biculturalism as being part of
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two cultures. This is similar to definitions provided by Grosjean (2015), Lee (2002), and
LaFromboise, Coleman, and Gertan (1993), who also view biculturalism as being part of
two cultures; however, as with definitions of bilingualism, these researchers view
biculturalism as fluid, meaning that a person’s alignment with a certain culture may vary
depending on context. In opposition to this idea of biculturalism held in academia, one
student defined bicultural as being half of one culture and half another. Differently yet,
Abdiel related biculturalism to ethnicity in defining it as “ancestors being born
somewhere and you being born in another country.” (By his definition, nearly everybody
in the United States would be considered bicultural.) Matthew, on the other hand,
defined biculturalism by writing “you support another culture that is diferent compared
to yours.”
Students’ unfamiliarity with the term bicultural impacted their responses to Items
22 and 23 on the questionnaire. Item 22 asked Do you think you are bicultural? and Item
23 asked them to explain their response. Given that most students did not know the
meaning of bicultural, it is easy to understand why most students (11 of 15) marked I’m
not sure for Item 22. Many of these students said they did not know what the word meant
when asked to explain their response for Item 23. However, two students who were able
to define biculturalism (one being Matthew) were among those unsure if they were
bicultural. In explaining why he was unsure, Matthew wrote, “I honestly dont [sic]
know.”
Four participants selected yes to Do you think you are bicultural?, Abdiel and
Luz among them. In explaining their responses in Item 23, Abdiel and Luz drew upon
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their understood definitions of biculturalism. Luz wrote, “I think i am bicultural because
I am part of 2 cultures,” while Abdiel wrote, “I am bicultural cause My ancestors/parents
are born mexico and me usa.” Other explanations of those who self-perceived as
bicultural were “Because i know im [sic] mexican and nicaraguan” and “becuace [sic] i
was born her [sic] and have mexican look.”
The lack of understanding described above resulted in my providing explanation
for Item 24 when giving the questionnaire. Item 24 asks How do you identify yourself
culturally? When I first read the question to students (in both English and Spanish),
students did not know what it meant. I ended up giving an example from my life. I told
them that my great-grandparents came from Italy to the U.S. When my family celebrates
holidays, we mostly observe U.S. traditions, but we also eat Italian food, play Italian
games, and sometimes listen to Italian music. Many of my relatives are also part of an
Italian American Club. Because of this, I identify culturally as Italian-American, but I
feel I can relate more closely to American culture than Italian. After hearing an example,
most students were able to provide a response for Item 24, as can be seen in Table 7;
however, it must be noted that their responses were likely heavily influenced by my
example response. Therefore, the focus group session discussion on this topic proved
even more important when analyzing results for this item.
In line with Item 24 on the questionnaire, a question posed during the focus
group session was How do you identify yourself culturally and why? During the focus
group session, I read to students their response for Item 24 on the questionnaire and
asked them to elaborate. The discussion provided interesting insights on student

68
questionnaire responses regarding biculturalism. On the questionnaire, Luz was able to
define biculturalism and self-identified as bicultural. She wrote that she self-identifies as
Table 7
Questionnaire Results: Item 24
How do you identify yourself culturally?
1.

Im [sic] Ecuadorian american Im [sic] from Educador

2.

(I am from ecuador)

3.

(i identify Mexican American)

4.

(Through my parents I am Ecuador [sic] I am american)

5.

Im Mexican-American because both mom and dad are from [sic] and mexican

6.

Knowing your culture and having roots from (ancestors)

7.

I identify as a mexican american because my parents are mexican and i am american.

8.

Again, im [sic] not sure what this question means.

9.

Im Ecuadorian and i identify myself ecuadorian american.

10. Half mexican and Half nicaraguan.
11. I am mexican american.
12. I not sure I live encerdoor [sic] My mom Dad [sic]
13. I identify myself as Mexican American.
14. I identify myself culturally as Ecuadorian American because i follow both of these cultures.
15. I identify myself more ecuadorian because i don’t do a lot of american stuff.
Note. Use of parentheses denotes that a Spanish word or response was translated into English by the
researcher.

“more Ecuadorian” since she does not do “a lot of American stuff.” When asked to
explain more, Luz said, “My family likes to do a lot of stuff from our culture. We eat
stuff from our culture, we celebrate celebrations of our culture.” Matthew, who indicated
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on the questionnaire that he was unsure whether he was bicultural, was the student who
wrote, “I identify myself culturally as Ecuadorian-American because I follow both of
these cultures.” In the focus group session, he explained that his family eats Ecuadorian
food and celebrates Ecuadorian culture, but they also celebrate U.S. holidays such as
Halloween and Christmas.
Unlike Matthew and Luz, Elena did not provide a definition of biculturalism on
the questionnaire. When asked to self-identify culturally, she wrote that she is
Ecuadorian because of her parents but that she is American. She expanded in the focus
group by saying, “So my dad is like kind of, um, Mexican, cuz… her [sic] mom of my
dad is like kinda Mexican. So my mom is like...10% Ecuadorian, but my dad is like, I
think, like 40% Mexican or like 50%.” When asked again how she identifies herself
culturally, she said, “Kind of like American Ecuadorian Mexican.” As with Abdiel, it
seems that Elena might closely associate ethnicity with culture.
Of all the students in the focus group session, Elena was the only one who had
visited her parents’ countries of origin. Elena has spent time in both Ecuador and
Mexico. I asked Elena about how she felt being in those countries—if it felt any different
than being in the United States. The differences she noted included stores, shoes, and
candy, the last of which she did not particularly enjoy. She said she spoke mostly
Spanish when staying with her relatives abroad.
When taken as a whole, questionnaire responses and student interviews indicate
an overall lack of understanding of biculturalism. Students either did not know what
bicultural meant or seemed to confuse it with ethnicity. It is possible that these students
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fall into Grosejan’s (2015) category of those who may be bicultural according to the
academic definition of the word yet do not recognize their biculturalism. Another
noteworthy observation is that where some accurate understanding of biculturalism did
exist, the understanding was rather surface-level for these pre-adolescents. As we saw in
the focus group interviews, students descriptions of culture centered on food, holidays,
stores, shoes, and candy. In some ways, this coincides with research on the subject; it is
possible that students’ understanding of culture and biculturalism is more surface-level
because of their pre-adolescent age. As stated in the literature review, Caldas (2008)
explains that because people in general do not begin to grapple with their sense of self
until adolescence, biculturals likely would not begin to grapple with their bicultural
sense of self until adolescence.
The Interaction of Language Attitudes and Bicultural Self-Perceptions
Of the four students who self-identified as bicultural (and were able to define the
term), all strongly agreed or agreed with every Likert-scale and multiple choice item
related to language attitudes toward English, Spanish, and Spanish-English bilingualism.
Of the students who marked that they were unsure if they were bicultural, only one knew
what bicultural meant. This student, Matthew, also strongly agreed or agreed with every
Likert-scale and multiple choice item related to language attitudes. These results point to
a possible connection between positive language attitudes toward Spanish, English, and
Spanish-English bilingualism and considering oneself bicultural.
Connections Between Bilingual and Bicultural Self-Perceptions
As discussed above, most participants in this study were unable to determine

71
whether they were bicultural since they did not know the meaning of the term. These
rather ambiguous results make it difficult to discern connections between bilingual and
bicultural self-perceptions. However, it can still be said that more participants in this
study self-identified as bilingual than bicultural. Moreover, some significance may
perhaps be gleaned from the fact that all four students who self-identified as bicultural
also self-identified as bilingual. Only one student, Matthew, knew the meanings of both
bilingualism and biculturalism yet marked unsure as to whether he self-identified as
being so for both areas. These results possibly indicate a positive relationship between
considering oneself bilingual and considering oneself bicultural. Such a relationship
corroborates Broadbent and Vavilova’s (2015) finding that those who are content in their
biculturalism consequently experience little dissonance in their self-perceived
bilingualism. However, it contradicts Fielding’s (2013) research in which elementary
students more easily self-identified as bicultural than bilingual.
Another observation evident in this data is that there is no clear evidence that
one’s proficiency level in either English or Spanish impacted the culture he or she feels
more connected to. Elena said she is more proficient in Spanish than in English, yet she
considers herself bilingual and self-identifies as Mexican-Ecuadorian-American.
Matthew felt he was lacking in Spanish, yet he described a connection to both American
and Ecuadorian cultures during the focus group sessions (although in the questionnaire
he was not sure if he was bicultural). These examples seem to go against what Lee
(2002) found when studying Korean heritage language learners; in Lee’s study,
participants with a higher level of Korean language proficiency perceived themselves as
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more Korean when compared to those with lower Korean language proficiency levels.
Finally, one Likert-scale item on the questionnaire drew a connection between
language and culture. In response to Item 17, Knowing two languages makes me feel
proud of my culture, 12 students (80%) strongly agreed and 3 students (20%) agreed.
While this item shows a positive connection between bilingualism and culture in general,
it is unclear whether the term culture includes biculturalism in the schema of any of the
respondents. Given that most of them were unfamiliar with the term bicultural, it is
unlikely that it did at the time of the study.
Chapter Summary
Chapter Four provided the results from the research conducted as part of this
thesis. My research aimed to answer the following questions: 1) What are the language
attitudes (specifically toward English, Spanish, and Spanish-English bilingualism) held
by Spanish-speaking English learners in Fifth Grade? and 2) How do these attitudes
interact with students’ developing bilingual and bicultural self-perceptions? Themes that
emerged from the questionnaire and focus group results include overall positive
language attitudes toward English and Spanish; a high regard for Spanish-English
bilingualism; a further developed understanding of bilingualism than biculturalism; and
the complex nature of bilingual and bicultural self-perceptions. In Chapter Five, I will
conclude my thesis by reflecting on my learning, revisiting the literature review, and
discussing implications, limitations and future research in regard to my findings.
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CHAPTER FIVE
Conclusion
Chapter Overview
In this chapter, I will summarize the results of my research. Then, I will discuss
possible implications of my findings for bilingual and bicultural pre-adolescents and
multilingual and ELD programs. Later, I will discuss the limitations of my research in
regard to both internal and external factors, and I will discuss recommendations for future
research. Finally, I will give a plan for sharing my learning with other professionals as
well as a final reflection.
Summary of Findings
This thesis aimed to answer the following research questions: 1) What are the
language attitudes (specifically toward English, Spanish, and Spanish-English
bilingualism) held by Spanish-speaking English learners in Fifth Grade? and 2) How do
these attitudes interact with students’ developing bilingual and bicultural
self-perceptions? Fifteen Spanish-speaking English learners in Fifth Grade participated in
the questionnaire portion of the study, and five of these were part of a subsequent focus
group session. Results from both modes of data collection revealed that students’
language attitudes toward Spanish and English were predominantly positive.
Additionally, all students valued Spanish-English bilingualism and biliteracy.
Another finding from this research was that participants had a much
further-developed understanding of bilingualism than biculturalism. While most students
were able to define the term bilingual and considered themselves bilingual, the majority
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were unable to define the term bicultural, and many of those who did define the term had
a surface-level-understanding of culture or seemed to view culture and ethnicity
synonymously. (Surprisingly, not one student used the word Latino or Hispanic when
asked about culture.) Because so many students were unfamiliar with the term bicultural,
few students were able to self-perceive as such.
In regard to the interactions between language attitudes and bilingual
self-perceptions, positive language attitudes aligned with strong bilingual self-perceptions
for most students. However, written responses and focus group interviews revealed
differing viewpoints as to the level of language proficiency required for bilingualism;
these differences indicate that for certain students in this study, one’s bilingual
self-perceptions may be influenced more so by their view of bilingualism than by their
language attitudes. In regard to the interaction between language attitudes and bicultural
self-perceptions, results from this study indicate a possible positive correlation.
However, it should be noted that because so many participants in this study were
unfamiliar with the term bicultural, this conclusion was gleaned from a rather small data
sample. Clearly, there are many complexities surrounding one’s language attitudes and
self-perceptions, including one’s self-perceived language proficiency as well as one’s
internalized understanding of terms.
Implications
The implications of this thesis span from the level of the individual to the level of
schools and program models. For the fifteen individuals who participated in the study,
implications of the findings apply to their personal well-being in regard to the language
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attitudes and self-perceptions central to this research. For the school where these students
attend, implications can be drawn in regard to the impacts of the dual-language program
model that is employed as a strategy for English language learner instruction.
Implications for the Participants
When considering the findings of this study in light of the literature review
presented in Chapter Two, a striking contradistinction jumps out: While much literature
promotes the importance of a strong bicultural identity for the happiness and comfort of
minitories, most fifth graders of this study appeared unfamiliar with the concept.
LaFramboise et al. (1993) name several health benefits that biculturalism has for
minorities, such as higher self-confidence and self-worth, increased academic
performance, and better employment opportunities. Broadbent and Vavilova (2015)
describe a connection between one’s sense of his or her own bilingualism and one’s
self-perceived biculturalism, claiming that people who are content in their biculturalism
tend to be more content in their bilingualism. Grosjean (2015) furthers this idea with his
claim that embracing one’s biculturalism benefits individuals’ sense of belonging and
health. Given the positive impacts stemming from a strong bicultural self-perception, one
must wonder if the participants of this study will experience negative impacts if their own
sense of biculturalism fails to further develop. Caldas (2008) provides a source of
optimism with his observation that people do not typically wrestle with their identity until
adolescence. It may be, then, that in a year or two, these pre-adolescents will reach an age
where they start to grapple with and develop their self-perceptions around
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biculturalism—and hopefully achieve an inner balance that will enable them to reap
every benefit biculturalism can offer.
Implications for Schools and ELD Programming
The dual-language school attended by the fifth-grade participants of this study
caters to Latino students learning English as an additional language. The school aims to
celebrate Latino culture while helping students maintain their heritage language (Spanish)
and develop Spanish-English biliteracy. While familial and societal factors have likely
played a part in the development of students’ language attitudes, it seems safe to say that
the dual-language school environment has had a significant role as well. The findings
from this study show that students’ language attitudes toward English, Spanish, and
Spanish-English bilingualism were largely positive. Overwhelmingly positive language
attitudes, as opposed to overwhelmingly negative or even ambivalent attitudes, indicate
that the school is accomplishing its mission for Spanish heritage language maintenance.
(If students had expressed more negative attitudes toward Spanish and Spanish-English
bilingualism, one would assume they would be less interested in maintaining Spanish,
which would go against the school’s mission.) These findings shine brightly when viewed
alongside research that points to the prevalence of negative attitudes that bilinguals from
minority populations often hold toward their languages. In light of Ortega’s (2019)
assertion that “many multilinguals are constantly at risk of experiencing their
multilingualism as a curse rather than a fact of life,” the results of this research point to
the effectiveness of a dual-language ELD program model in promoting positive language
attitudes and strong bilingual self-perceptions in minority students (p. 34).
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While the school at the center of this study appears to be accomplishing its goal in
promoting Spanish-English biliteracy, this study raises questions surrounding the cultural
aspect of its mission. As described in the introduction, the school hosts events centered
on Latino culture and students engage in cultural projects related to Latino culture
throughout the school year. However, given that all of the students in this study were born
in the U.S. to first-generation immigrants, it is rather surprising that so few of them were
familiar with the term bicultural. In explaining the key traits of dual-language schools,
the California Department of Education says, “Language embodies culture. It is the
vehicle through which people communicate the perspectives of their culture. Therefore,
when learning a new language, an explicit focus on the culture embodied in that language
is needed (p. 139). As Fielding (2013) mentions, the close connection between language
and culture supposes a close connection between bilingualism and biculturalism. One
wonders if the school in its focus to celebrate Latino culture might do so to the neglect of
helping students navigate between two cultures—something which likely is a much
greater source of tension for them than for their parents.
In addition to seemingly little focus on biculturalism as compared to bilingualism,
the findings of this study indicate that many students’ understanding of culture was very
surface-level, which could indicate that the school’s cultural focus is on surface culture
(e.g., food and holidays). However, one must consider the myriad factors aside from
school that impact students’ understanding of culture, as well as students’ aforementioned
pre-adolescent stage of identity development. Whether or not the students’ lack of
understanding of biculturalism to any extent stems from lack of focus by the school, a
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clear implication of this study is that the school and ELD program could place more
emphasis on biculturalism in the future. This might be done by providing professional
development that centers on biculturalism; giving students an annual survey that
promotes self-reflection about their cultural experiences; incorporating bicultural books
and resources into the curriculum; creating a bi-annual publication that highlights cultural
diversity within the school; creating opportunities for students to share experiences with
non-Latinos who are also navigating multiple cultures; and having students conduct
ethnographic research within their communities and analyze the results through the lens
of culture.
Limitations
This study had several limitations which may have impacted the strength of the
results. Most stemmed from the timing of this study, which coincided with the
COVID-19 pandemic and the resulting regulations and restrictions. These restrictions
impacted the time, place, and manner in which both the questionnaire and focus group
session were conducted. At the time of the study, teachers were not allowed to mix
students from different classrooms unless in a place where they could be at least 6 feet
apart. Because the 15 questionnaire participants were members of two different
fifth-grade classrooms, the only available place large enough during the time of the
questionnaire was the school’s gym. The social distancing, masks, and poor acoustics of
the room made it difficult for students to hear at times, which was somewhat distracting.
Social distancing and required mask-wearing even more so impacted the focus group
session. The distance between students in addition to the masks made it challenging for
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them to hear one another, and because of this, the conversation was more
interviewer-directed than it may otherwise have been.
Another potential limitation of this study was the method of using a focus group
session. Some of the students did not seem very comfortable sharing their thoughts, and I
wonder if one-on-one interviews or a technological option such as Flipgrid would have
helped students open up more.
Finally, students’ misunderstanding of biculturalism limited the richness of results
that may have otherwise been gained from this study. Perhaps if I had taken more time to
explain what biculturalism was or pre-defined it for students, students would have had
more to say and may have been able to self-identify. As explained in Chapter Four, when
students did not understand the final item, I gave a brief personal example, and I feel
many modeled their responses closely after mine, resulting in a type of halo effect.
Recommendations for Future Research
This study contributes to the small body of literature focused on children’s
personal assessment of their own language attitudes, bilingualism, and biculturalism. Its
focus on pre-adolescent Spanish-speaking Latino students in a dual-language program
provides a unique perspective. More studies are needed that investigate the interactions
between biculturalism and bilingualism in students of this age.
In order to further discern the impact of dual-language programming on language
attitudes and bilingual and bicultural self-perceptions, a similar study to the one at hand
could be repeated for Latino English learners in different types of program models that
serve English learners, such as pull-out ELD and two-way dual immersion. Even more
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insights might be gained through a longitudinal study aimed to discover how students’
language attitudes develop from pre-adolescence through early adulthood and how these
attitudes interact with their developing bilingual and bicultural self-perceptions. A
longitudinal study would provide more clarity as to when and how students’ bicultural
perspectives develop and how participation in a dual-language program with a cultural
focus might impact this.
In addition to the areas above, more studies are needed that investigate how
bilingualism and biculturalism are taught and/or presented within ELD programs. Data
could be collected on teachers’ ideas and self-perceptions surrounding these topics as
well as curriculum and activities done with students that promote understanding. A
related research option would be to assess students’ bilingual and bicultural
self-perceptions before and after explicit instruction on the topics. How might one’s
self-perceived language proficiency and definitions of bilingualism and biculturalism
impact their self-perceived bilingualism and biculturalism? After the pre-evaluation,
students would spend significant time with research regarding bilingualism and
biculturalism, read books related to these topics, and talk with others who regularly
navigate between various cultures. Then a post-evaluation would be given. Results would
provide some indication as to the effectiveness of such lessons on student well-being in
addition to their impact on student self-perceptions. Moreover, such a study would give
insights into the inner-workings of children who live amid multiple languages and
cultures.
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Communicating My Learning
To share the findings of this thesis with others who might benefit from the
research, I plan to upload it to Hamline University’s Digital Commons. Additionally, I
will share the results via email with current colleagues working in the field of ELD
education. I also desire to share my results with the staff, students, and parents of the
school at which the study took place. I hope to do this either through an in-person
presentation or in newsletter format.
Final Reflection
In Chapter One of this thesis, I included the voices of three young students from
the school that served as the setting for my study. Years ago, the words of Branda,
Liliana, and Carter began to stir in me questions that eventually led to the selection of this
thesis topic. What goes through students’ minds and hearts as they sense themselves
becoming stronger in their second language than in their first? How does this impact their
family relationships and connection to culture? Do these students want to maintain
Spanish? Do they value biliteracy as much as the adults around them value biliteracy? As
an ELD professional, can I really know my students without understanding how they see
themselves as language learners?
Conducting this research has allowed me to answer many of these questions.
From reading literature about language attitudes, bilingualism, and biculturalism, to
surveying and interviewing students, this project has truly enabled me to know my
students more deeply. I have grown in my awareness of familial and societal factors that
can impact students’ language attitudes and self-perceptions. I have also learned about
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various definitions of bilingualism and biculturalism that can affect how students see
themselves.
My learning throughout the course of this project has not only allowed me to
know my students better but has furthermore caused me to evaluate my own language
attitudes and self-perceptions. Perhaps the most striking example of this relates to my
identity as a bilingual. As I mentioned in Chapter One, I once viewed bilingualism as
equal proficiency in two languages, something I discovered is quite difficult to achieve.
For years, when people asked me if I was bilingual, I would respond with “not really” or
explain exactly what I was able to do and not do in my second language. Researching
bilingualism has helped me embrace a bilingual identity without feeling the need to add
qualifications.
In regard to the school at the center of this study, my research findings are
uplifting. The voices of Brenda, Liliana, and Carter communicated both loss and
negativity to me all those years ago. They caused me to wonder whether the
dual-language ELD program model at the school was truly effective. New voices have
now been added to the choir: the voices of fifteen fifth-graders. These fifteen new voices
have added new dimension and depth to the song, altering what once sounded like notes
of dissonance into a chorus of sweet encouragement. Indeed, while I desire for the
students of this study to grow in their understanding of culture and biculturalism, I am
encouraged by the positive language attitudes and bilingual self-perceptions revealed in
my research. I hope that this project will inspire more schools to offer English learners
the opportunity to become biliterate in both their heritage language and English.
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Appendix B: Spanish Questionnaire
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Appendix C: Focus Group Session Format and Questions (English)
1)

Introductions, explanations, and expectations, and snack (10 minutes)

2)

Language Attitudes (10 minutes)
● Spanish & English in larger society:
○ Is it important to know English and Spanish? Explain.
●

Spanish & English in the Latinx community:
○ Does your family think knowing two languages is important?
Why?
○ Do you agree with them? Why or why not?
○ Do you think knowing two languages will be useful in your future?
Explain.

●

Spanish & English in a dual-language school:
○ Do you think it is better to learn in two languages or in one?
Explain.
○ Should students only speak English in English class and only
Spanish in Spanish class? Why or why not?

3)

Bathroom and Snack Break (5 minutes)

4)

Self-Perceptions of One’s Bilingualism (5 minutes)
○ When are you more comfortable speaking Spanish? Why?
○ When are you more comfortable speaking English? Why?
○ Do you find it easier to read and write in English or Spanish?
Why?
○ How does it feel to be able to speak two (or more) languages?

5)

Self-Perceptions of One’s Biculturalism (5 minutes)
○ How do you identify culturally? Why?
○ Have you ever been to Ecuador, Mexico, or any Spanish-speaking
country?
■ How do you feel you fit in over there?
■ Compare that to how you feel you fit in here in the United
States.
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Appendix D: Focus Group Session Format and Questions (Spanish)
1)

Presentaciones, explicaciones y expectatives, y merienda (10 minutos)

2)

Actitudes hacia los idiomas (10 minutos)
● Español e inglés en la sociedad en general:
○ ¿Es importante saber inglés y español? Explica.
●

Español e inglés en la comunidad latina:
○ ¿Cree su familia que es importante saber dos idiomas? ¿Por qué?
○ ¿Estás de acuerdo con ellos? ¿Por qué o por qué no?
○ ¿Crees que saber dos idiomas será útil en tu futuro? Explica.

●

Español e inglés en una escuela con dos idiomas:
○ ¿Crees que es mejor aprender en dos idiomas o en uno? Explica.
○ ¿Deben los estudiantes hablar sólo en inglés en la clase de inglés y
sólo en español en la clase de español? ¿Por qué o por qué no?

3)

Descanso para ir al baño y merendar (5 minutos)

4)

Auto-percepción del propio bilingüismo (5 minutos)
○ ¿Cuándo te sientes más cómodo hablando en español? ¿Por qué?
○ ¿Cuándo te sientes más cómodo hablando en inglés? ¿Por qué?
○ ¿Te resulta más fácil leer y escribir en español o en inglés? ¿Por
qué?
○ ¿Cómo te sientes al poder hablar dos (o más) idiomas?

5)

Autopercepción de la propia biculturalidad (5 minutos)
○ ¿Cómo te identificas culturalmente? ¿Por qué?
○ ¿Ha estado alguna vez en Ecuador, México o algún país en que se
habla español?
■ ¿Cómo crees que encajas allí?
■ Compara eso con cómo sientes que encajas aquí en los
Estados Unidos.
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Appendix E: Questionnaire Attachment

◯
First Name____________________________
Last Name____________________________

